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Foreword 



Gay M. Clyburn 

Director of Communications 
American Association of State 
Colleges and Universities 



While courts and some policymakers are challenging the tools used to attract and 
admit minorities and other underrepresented students to public university cam- 
puses, higher education administrators are also facing the challenge of ensuring 
that student learning and achievement support these students once they are ad- 
mitted. These challenges are tied not only to emotional and social sentiments, 
but also to economic realities and misperceptions. Access, inclusion, and equity — 
and the methods used to ensure them — are evaluated in terms of cost and fiscal 
accountability at the expense of our nation’s future. 

While affirmative action and minority scholarships are debated, negated, 
and legislated in courts, board rooms, and state houses, funding for the support 
services to retain and graduate some of these same students is also at risk. It is 
within this tenuous environment that the American Association of State Cob 
leges and Universities (AASCU) initiated a national retention project, two 
videoconferences, and a working group on access, inclusion, and equity to help its 
member campuses ensure that all citizens are included in the benefits available at 
public higher education institutions. 

The association’s projects addressing diversity issues were developed as part 
of one of six strategic planning goals. The AASCU/Sallie Mae National Reten- 
tion Project, begun in 1992, was created in response to state expectations for 
more accountability (report cards and performance funding initiatives to monitor 
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the return on scarce state resources) and federal reporting requirements on gradu- 
ation and retention in Student Right-to-Know legislation. The first 
videoconference, “Constructing Effective Learning Environments: Retention Strat- 
egies for Campus Diversity,” produced in 1995, was in response to information 
collected by AASCU campuses through the Retention Project. Although partici- 
pation by minorities and other underrepresented groups had increased significantly, 
these same students were not staying in school and graduating with the same 
success as white students. (Unanswered questions from this event gave us the idea 
for this book.) African American and Hispanic students were about half as likely 
as their white peers to complete four years of college. The project also found that 
many institutions weren’t tracking student achievement by gender, ethnicity, or 
transfer status. Not only did the project survey member institutions to determine 
successful retention programs, it also tracked student achievement by institution 
by gender, ethnicity, and transfer status. 

The second videoconference, “Going Beyond Affirmative Action,” pro- 
duced in 1996, was to prepare campuses for the possibility that they would not 
have affirmative action as a tool to ensure access. By early 1996, some 17 states 
had legislation pending that would weaken or eliminate affirmative action. In 
July 1995, the University of California Board of Regents prohibited the use of 
“race, religion, sex, color, ethnicity, or national origin” as criteria in its employ- 
ment and contracting practices and barred any reference to race or gender in 
admissions as of 1997. Proposition 209 put the state behind the regents. 

That was also the year that Hopwood v. Texas barred the University of Texas 
law school from using racial preferences in admissions. Texas later ended minority 
scholarship programs, figuring the ruling applied to financial aid as well. The 
Hopwood ruling also banned admissions on the basis of race in Louisiana and Mis- 
sissippi. Other lawsuits have followed. 

In addition, lawmakers in several states are taking a hard look at funding 
for remedial education at the postsecondary level. California, where 60 percent of 
freshmen take remedial classes, will stop offering those classes by 2007. The State 
University of New York, where 29 percent of freshmen take remedial courses, may 
require that students take them at community colleges. Remedial education is 
one way to help at-risk students stay in college. 
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The mood of the country seemed then and seems now to be one of cost 
cutting at the expense of educational access. Many policymakers seem to be able 
to overlook the need to help any person who is denied or excluded opportuni- 
ties — and thus benefits — because he is disadvantaged. Minorities, immigrants, and 
the poor are the groups from which come a disproportionate number of this nation’s 
citizens who are faced with educational and economic uncertainty. AASCU de- 
termined that there was a need to develop statements to help the association and 
its members convince others to reverse the view that education is a private ben- 
efit rather than a benefit to society as a whole. In 1996, AASCU convened a 
working group on access, inclusion, and equity (it started out as a working group 
on diversity but changed its name to better reflect the work undertaken). Chaired 
by Dr. Alice Chandler, president emerita of the State University of New York, 
New Paltz, the 17-member group developed a policy statement for AASCU cam- 
puses, and Dr. Chandler wrote a policy paper, Access, Inclusion and Equity: Jmpera- 
tives for America's Campuses. Both documents addressed retention of minority 
students and faculty as well as enrollment and recruitment. In the conclusion of 
the paper, Chandler notes: 

College and university presidents are on the firing line. They have the 
training and responsibility to look thoughtfully at the strengths and 
weaknesses of American society and to serve as pathfinders and guard- 
ians for that future. The current downsizing and downgrading of higher 
education requires of them the courage to argue for access and to argue 
that claim on behalf of a rapidly changing student body. They also 
have a responsibility to recruit that new student body, as well as the 
more traditional one, to nurture its abilities, to strive for a faculty rep- 
resentative of the true American talent pool, and to foster the values 
of diversity and inclusion on which the future of America must rest. 

College and university presidents can help to clarify and moderate the 
current rancor over equity by seeking equity as a normal condition on 
their own campuses and by promoting equity in the wider community. 
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AASCU’s work on access, inclusion, and equity continues with the publi- 
cation of this book. The chapters — written by university presidents, a system ad- 
ministrator, a retention scholar, and the director of a center serving an inner-city 
community — look at equity as it applies to “fostering the values of diversity and 
inclusion” as well as ensuring educational achievement and success. They are pub- 
lished as assistance to those who share the same mission and to those who under- 
stand that we must recognize and nurture the potential in every student. 
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Introduction 



“Retention Strategies for Campus Diversity,” an interactive videoconference pro- 
duced by the American Association of State Colleges and Universities at Old 
Dominion University in cooperation with the Public Broadcasting Service’s Adult 
Learning Satellite Service (PBS/ALSS), was held in February 1995 with some 
328 sites participating. AASCU presidents — Joel Jones of Fort Lewis College 
(Colo.) and Vera King Farris of The Richard Stockton College of New Jersey — 
were part of the on-site panel, as was Vincent Tinto, associate director of the 
National Center for the Study of Teaching, Learning and Assessment at Syracuse 
University, and Noelia Vela, president of Evergreen Valley College (Calif.). Former 
Congresswoman Barbara Jordan (D-TX), Northeastern Illinois University soci- 
ologist Samuel Betances, and Manning Marable, head of the Columbia Univer- 
sity Institute for Research in African American Studies, participated by video 
roll-in. The discussion was both thoughtful and lively, generating enough phone 
calls and faxes to block phone lines. This book, Policies and Practice , is an attempt 
to answer some of those questions and to further the discussion of successful re- 
tention practices on the campuses of public colleges and universities. 

Two of the videoconference panelists — President Jones and President 
Farris — are chapter authors. Under their leadership, their institutions have be- 
come known for efforts in the area of retention. Other authors were chosen be- 
cause of their association with the AASCU/Sallie Mae National Retention Project. 
Dr. Richard Richardson Jr. developed the model that AASCU used to delineate 
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the status of retention efforts on its national survey of member campuses. All are 
leaders and have, on their campuses and through their good work, fostered stu- 
dent achievement and developed campus cultures to support diversity and learner- 
centered environments. 
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AASCU/Sallie Mae National 
Retention Project 



Kenneth E. Redd 

Research Associate 
American Association of State 
Colleges and Universities 

Joyce A. Scott 

Vice President for Academic 
and International Programs 
American Association of State 
Colleges and Universities 



Launched in 1991 through a grant from Sallie Mae, the American Association of 
State Colleges and Universities/Sallie Mae National Retention Project (NRP) 
was designed to engage college and university presidents and chancellors in lead- 
ing their campuses to improve student retention and graduation rates, especially 
those of racial/ethnic minority students. Under the NRP, AASCU member col- 
leges are surveyed each year and are asked to report their six-year graduation rates 
for full-time, full-year, degree-seeking students who entered as freshmen. The sur- 
vey also asks the colleges to rate their campuses’ views on administrative, aca- 
demic, and assessment conditions that might affect these graduation rates. 

This chapter describes the National Retention Project, the survey instru- 
ment, and other project activities. It also provides trends in the graduation rates 
of survey respondents from 1993 to 1996 and summarizes information on the ad- 
ministrative, academic advising, and assessment conditions that might influence 
graduation rates at these colleges. 
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The National Retention Project (NRP) 

The NRP focuses on academic institutions as the object of inquiry rather 
than on student behavior. Richard C. Richardson’s and Vincent Tinto’s studies of 
the effect of campus culture on retention have guided project planning. The an- 
nual survey has been informed by Richardson’s three stages of institutional evolu- 
tion in addressing student retention. These stages are: reactive, focusing on 
recruitment, financial aid, admissions, and scheduling; strategic , focusing on out- 
reach, transition, mentoring, enrollment, and residence hall activities; and adap- 
tive, focusing on student assessment, offering learning assistance if needed, and 
adapting curricular content to embrace the variety of learning styles inherent in 
diverse student bodies. The adaptive stage is considered the most advanced, inte- 
grative stage. 1 

In 1993, 1995, and 1996, the surveys were expanded to draw upon 
Richardson’s institutional self-assessment instrument. A series of questions were 
introduced through which researchers tried to delineate changes in campus cul- 
ture by asking respondents to rate institutional conditions according to how well 
they described their own campus situation. 

The survey questions were added because AASCU recognized that institu- 
tions must adapt to serve effectively an increasingly diverse and “nontraditional” 
student body. The project’s fundamental premise is that student success is the 
responsibility of everyone on campus, from the president to faculty and staff, and 
that the burden of accommodation should not rest with the student alone. 

Under the auspices of the project, AASCU has administered five annual 
graduation rate surveys to member institutions and has provided these institu- 
tions with feedback reports that compare their rates with their peer institutions’, 
based on institutional enrollment size and geographic location. In addition to the 
surveys, AASCU members also have participated in activities designed to raise 
awareness of student persistence issues on campus and to assist presidents and 
their campuses in addressing related problems. Under the sponsorship of AASCU 
and Sallie Mae, there have been nine regional working conferences and five ses- 
sions at national meetings focused on student retention. In addition, the project 
has sponsored five publications, two national videoconferences on PBS, and two 
special projects designed to help campuses with relatively low six-year graduation 
rates improve their student outcomes. AASCU staff and representatives from the 
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participating institutions also have made presentations at ten national meetings 
and have published chapters on project activities. 



The AASCU/Sallie Mae National Retention Survey 

The annual retention surveys became central to the project early. When 
AASCU administered the first survey in 1992, it found that only 78 of 188 re- 
sponding institutions could provide the comprehensive cohort data required to 
complete the survey. This apparent lack of capacity raised concerns, not only 
about how well institutions could track students — and thus have an accurate pic- 
ture of retention problems — but also about how well they could meet new ac- 
countability standards, such as those anticipated in the Student Right-to-Know 
Act reporting requirements to be implemented by the U.S. Department of Educa- 
tion in 1998. It was determined that an additional project purpose would be nec- 
essary: to help campuses improve their student tracking and reporting capabilities 
so they would be prepared to respond to emerging accountability requirements. 
To ensure relevance to this goal, AASCU opted to model the format under devel- 
opment by the National Center for Education Statistics (NCES) to report institu- 
tional graduation and persistence rates. At the same time, the association launched 
a project in collaboration with two other associations to consider and develop 
alternate reporting methodologies through a Joint Commission on Accountabil- 
ity Reporting (JCAR). 2 

AASCU has administered its survey to approximately 400 member institu- 
tions each year since 1992. The instrument comprises two parts: the first seeks 
information about state and campus academic and administrative conditions that 
might affect retention 3 and the second solicits data about student outcomes. The 
first survey ( 1992) solicited retention data — the number of students retained from 
first to second semester, from the freshman to the sophomore year, etc. — only to 
find so much variance between campuses’ methods of tracking this information 
that comparisons were not possible. For this reason, AASCU researchers opted to 
use the six-year graduation rate as a proxy for retention in subsequent survey years 4 
and to report analyses based on those responses. These rates are based on the 
number of first-time, full-time, full-year, degree-seeking freshmen who graduate 
within six years of entering college. 
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Since the NCES format was introduced, survey responses have increased 
steadily, rising from 188 (50 percent of member colleges) in 1993 to 290 (75 per- 
cent) in 1996. Similarly, the number of campuses that provided usable six-year 
cohort graduation rate data for first-time, full-time, degree-seeking students by 
sex and race/ethnicity increased from 63 percent of respondents in 1993 to 76 
percent in 1996. Over the study period, the number of students represented in the 
respective full-time, first-time, degree-seeking freshmen cohorts increased from 
121,903 in 1993 to 229,875 in 1996. 

Analysis of the survey data reveals no appreciable change in overall six- 
year graduation rates during the study period; this is likely due to the expanding 
number of universities responding to the survey and to the short time period that 
the project covers. As Table 1 shows, the average graduation rate has increased 
slightly, from 40.6 percent in 1993 to 42.7 percent in 1996. Table 1 also reports 
the number of survey respondents, response rates, and average six-year graduation 
rates by sex and race/ethnicity from 1993 to 1996. 

AASCU also examined graduation rates by campus admissions standards, 
types of institutions (historically black colleges and universities and minority- 
serving institutions 8 compared to all other institutional types), institutional en- 
rollment size, and campus location. Admissions standards were drawn from the 
1996 Peterson's Guide to Four-Year Colleges , which based institutional admissions 
selectivity on the high school class rankings and admission test scores of the ma- 
jority of freshmen enrolled at each institution and on the percentage of applicants 
admitted to the colleges. 

The admissions selectivity levels of participating AASCU members and 
the number of 1996 survey respondents within each level are as follows: noncom- 
petitive (enrollment open to nearly all who apply, regardless of high school class 
rank or admission test scores), 20 respondents; minimally difficult (up to 95 percent 
of applicants accepted for admission), 30 respondents; moderately difficult (up to 
85 percent of applicants accepted), 150 respondents; very difficult (approximately 
60 percent of applicants accepted), 4 respondents. None of the NRP survey re- 
spondents were in the most difficult category (30 percent or less of applicants ac- 
cepted). Admissions standards were missing for 12 of the respondents. 

Admissions selectivity appears to have some influence on graduation rates, 
as the institutions with relatively high graduation rates also had more stringent 
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Table 1. Six-Year Graduation Rates for First-Time, Full-Year, 
Full-Time Freshmen in Degree-Seeking Programs 





1993 


1994 


1995 


1996 




(Fall 1986 


(Fall 1987 


(Fall 1988 


(Fall 1989 




Freshmen 


Freshmen 


Freshmen 


Freshmen 




Cohort) 


Cohort) 


Cohort) 


Cohort) 


Estimated Number 
of Surveyed Institutions 
Number of Responding 


380 


380 


380 


379 


Institutions 

Number of Responding 


188 


200 


258 


283 


Institutions with Usable 










Data 


119 


165 


194 


216 


Survey Response Rate (I) 5 


49.5% 


52.6% 


67.8% 


74.7% 


Survey Response Rate (2) 6 


31.3% 


43.4% 


51.0% 


57.0% 


Overall 


40.6% 


40.8% 


43.2% 


42.7% 


Male 


36.7% 


35.8% 


38.6% 


38.0% 


Female 


44.0% 


43.6% 


46.0% 


45.3% 


Nonresident Alien 


38.3% 


37.1% 


34.6% 


36.3% 


Black. Non-Hispanic 
American Indian/ 


29.1% 


28.1% 


31.7% 


30.4% 


Alaska Native 


26.9% 


24.6% 


29.0% 


28.3% 


Asian/Pacific Islander 


42.6% 


41.4% 


39.5% 


40.6% 


Hispanic 


29.7% 


29.5% 


28.2% 


29.3% 


All Minority Students 7 


31.1% 


30.1% 


32.0% 


31.9% 


White, Non-Hispanic 


43.4% 


41.7% 


45.6% 


44.9% 



admissions criteria. As Table 2 shows, the average graduation rate in 1996 for the 
very difficult institutions was 57.9 percent, compared to 44-8 percent for moder- 
ately difficult colleges, and just 33.3 percent for minimally difficult colleges. Gradu- 
ation rates for minority students were also generally higher at more selective 
institutions. 

Data comparing six-year graduation rates at special mission institutions 
(minority'Serving institutions) and all other institutions within the AASCU 
sample appear in Figure 1 (p. 13). The number of minority-serving institutions 
participating in the survey remained about the same between 1993 and 1996, 
although the actual respondents did change. In both years, although the total six- 
year graduation rates at other institutions exceeded those at minority-serving in- 
stitutions, outcomes for minority students were similar in both years and at both 
types of institutions. 
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However, minority graduation rates were higher at public historically black 
colleges and universities (HBCUs) than at all other institutional types (see Figure 
2, p. 14). In addition, HBCUs showed a greater improvement in overall gradua- 
tion rates over the four-year period. The rates for these institutions increased by 
6.7 percentage points, compared to 2.1 percentage points at all other institutions. 

Institutions with higher- than-average overall graduation rates often show 
higher- than-average rates for racial/ethnic minority students as well. On the 1996 
survey, 70 institutions reported six-year graduation rates at or above 45 percent. 
The overall average graduation rate for these campuses was 55.6 percent, with an 
overall average of 57.3 percent for white students and 43.5 percent for racial/ 
ethnic minority students. 

Among these 70 institutions, 24 campuses reported that ethnic/minority 
students made up at least 9 percent of their graduating classes. Twenty-one of 
these campuses showed higher graduation rates for white students than for racial/ 
ethnic minority students, while three campuses reported just the opposite. Com- 
parison of six-year rates between white and racial/ethnic minority students on the 
2 1 campuses showed differences ranging from a high of 34.4 percentage points to 
a low of 0.9 percentage points, with an overall average differential of 12.5 per- 
centage points. At the other three campuses, the graduation rates of racial/ethnic 
minority students exceeded those of white students by 0.8 to 4.9 percentage points. 



Table 2. Six- Year Graduation Rates for Full-Time, Full-Year, 
Degree-Seeking Freshmen, by Institutional Admissions Selectivity, 1996 9 





Missing 


Very 

Difficult 


Moderately 

Difficult 


Minimally 

Difficult 


Non- 

Competitive 


Number of Institutions 


12 


4 


150 


30 


20 


Overall 


39.1% 


57.9% 


44.8% 


33.3% 


32.8% 


Men 


33.7% 


60.2% 


40.2% 


27.9% 


28.5% 


Women 


42.3% 


56.9% 


47.1% 


36.8% 


36.5% 


Nonresident Alien 


46.7% 


44.4% 


37.0% 


35.7% 


27.0% 


Black, Non-Hispanic 


31.1% 


57.4% 


31.7% 


31.9% 


17.0% 


American Indian/ 
Alaska Native 


7.7% 


100.0% 


30.3% 


18.7% 


21.0% 


Asian/Pacific Islander 


30.4% 


68.3% 


42.4% 


26.9% 


28.7% 


Hispanic 


29.6% 


35.9% 


29.5% 


18.1% 


24.3% 


All Minority Students 10 30.8% 


38.3% 


33.3% 


29.6% 


19.6% 


White, Non-Hispanic 


43.6% 


75.3% 


46.9% 


34.4% 


35.1% 
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Figure 1. Six- Year Graduation Rates at State Colleges and Universities, 
by Race/Ethnicity and Type of College 




Minority- Minority- All Other All Other 
Serving Serving Institutions Institutions 

Institutions* Institutions* (1993) (1996) 

(1993) (1996) N=103 N=199 

N=16 N=17 



includes historically black colleges and universities and institutions in which students from 
racial/ethnic minority groups comprise 50 percent or more of the total. 



Source: AASCU/Sallie Mae National Retention Project 



Graduation rates also differ by campus size and geographic location. Figure 
3 (p. 15) shows that campuses in rural areas have higher rates than those in met- 
ropolitan and urban areas. Figure 4 (p. 16) suggests that a small or medium-sized 
campus may be beneficial to student retention. 

Sixty-two campuses responded to the survey for four consecutive years. Table 
3 (p. 16) shows that their aggregate six-year graduation rates did not change ap- 
preciably, although there was a slight (3.8 percentage point) increase in gradua- 
tion rates for black students. Women continued to have higher six-year graduation 
rates than men, by 6 to 8 percentage points. 

Among these 62 institutions, however, eight campuses showed steady im- 
provement in their average graduation rates over the four years of surveys. The 
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Figure 2. Six- Year Graduation Rates at Public Historically 
Black Colleges, by Race/ Ethnicity 
(in percentages) 




Public Public All Other All Other 

HBCUs HBCUs Institutions Institutions 

(1993) (1996) (1993) (1996) 

N=12 N=10 N=1 10 N=206 

Source: AASCU/Sallie Mae National Retention Project 



average overall graduation rate reported by these institutions increased from 42.5 
percent in 1993 to 52.8 percent in 1996 (see Table 4, p. 16). 

In 1996, graduation rates for these institutions ranged from a high of 78.8 
percent (up from 67.7 percent in 1993) to a low of 34.8 percent (up from 25.7 
percent in 1993). Five of these institutions reported graduation rates greater than 
50 percent. The average graduation rate for minority students at these institu- 
tions increased by more than 10 percentage points but still was much less than the 
rate for white students. 

Thirty-two campuses responded every year and reported increases in their 
total graduation rates, even though they may have experienced a dip or anomaly 
along the way. As Table 5 (p. 17) shows, the average six -year graduation rate for 
these institutions increased slightly, from 39.5 percent in 1993 to 41.3 percent in 

1996. Seven of these institutions had graduation rates of 50 percent or higher. 

> 
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Once again, the average graduation rate for minority students at these colleges 
was much less than that for white students. 

Not all of the campuses responding to the survey for four consecutive years 
showed increases in their six-year graduation rates. Twenty-three institutions re- 
ported fluctuations and drops in their graduation rates over the period, with the 
result that their reported rates in 1996 were lower than those in 1993. On aver- 
age, fluctuations in institutional graduation rates ranged between 3 and 5 per- 
centage points over the four years, but one institution showed a drop of almost 30 
percentage points between 1995 and 1996. Four institutions showed steady de- 
clines year after year, from an aggregate six-year graduation rate of 34.9 percent in 
1993 to an aggregate rate of 27.6 percent in 1996. 



Figure 3. Six- Year Graduation Rates at State 
Colleges and Universities, by Campus Location* 
(in percentages) 
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*Campus locations are based on Beale Codes defined by the U.S. Bureau of the Census. 

Urban areas are those with total populations of more than 1,000,000. Metropolitan areas are 
those with total populations between 250,000 and 1,000,000. Rural areas are those with 
total populations of less than 250,000. 

Source : AASCU/Sallie Mae National Retention Project 
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Table 3. Six- Year Graduation Rates for First-Time, Full-Time, 
Degree-Seeking Freshmen at Institutions That Responded 
to the NRP Survey for Four Consecutive Years 11 
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(Fall 1987 


(Fall 1988 
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Freshmen 


Freshmen 


Freshmen 


Freshmen 




Cohort) 


Cohort) 


Cohort) 


Cohort) 


Overall 


40.2% 


38.6% 


40.9% 


40.2% 


Male 


36.2% 


34.1% 


36.7% 


35.6% 


Female 


43.7% 


42.4% 


44.3% 


44.0% 


Nonresident Alien 


39.0% 


36.0% 


33.9% 


40.9% 


Black, Non-Hispanic 


26.9% 


27.7% 


29.6% 


30.7% 


American Indian/Alaska Native 


28.2% 


23.5% 


29.8% 


21.1% 


Asian/Pacific Islander 


39.3% 


39.5% 


40.2% 


40.3% 


Hispanic 


28.6% 


27.7% 


27.5% 


27.0% 


All Minority Students 12 


29.3% 


29.2% 


30.5% 


30.6% 


White, Non-Hispanic 


42.5% 


40.7% 


43.5% 


42.8% 



Figure 4. Six- Year Graduation Rates for State Colleges 
and Universities, by Campus Size* 

(in percentages) 
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*Campus size is based on total headcount enrollment at each institution. "Small" colleges are 
those with enrollment of less than 5,000. "Medium" colleges have enrollments of between 
5,000 and 11,999. "Large" colleges have enrollments of 12,000 or more. 



Source: AASCU/Sallie Mae National Retention Project 
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Because all of these colleges and universities had chosen to participate in 
the project and had provided usable data on survey responses for the four years, 
one must assume that their administrators are monitoring student retention and 
graduation rates, a necessary condition to improving them. The question arises: 
What conditions on these campuses might account for the fluctuating or declin- 
ing rates? Without an analysis of campus conditions and student demographics, a 
definite answer is not possible. Nevertheless, a review of these respondents shows 
that almost two-thirds are urban-serving institutions that customarily enroll large 
numbers of adult and nontraditional students. These students tend to take longer 
than “traditional” students to complete degree programs. In addition, approxi- 



Table 4. Six-Year Graduation Rates for First-Time, Full-Time, 
Degree-Seeking Freshmen at Institutions That Responded 
to the NRP Survey for Four Consecutive Years 
and Increased Their Graduation Rates Every Year 13 
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Overall 


42.5% 


48.2% 


50.4% 


52.8% 


Male 


37.5% 


42.4% 


44.8% 


47.6% 


Female 


46.5% 


52.6% 


54.7% 


56.8% 


Nonresident Alien 


50.0% 


53.8% 


42.9% 


42.6% 


Black, Non-Hispanic 


28.8% 


34.0% 


33.3% 


36.1% 


American Indian/Alaska Native 


31.6% 


35.7% 


45.0% 


39.5% 


Asian/Pacific Islander 


45.5% 


46.0% 


48.6% 


53.4% 


Hispanic 


27.5% 


35.8% 


39.6% 


40.8% 


All Minority Students 14 
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44.2% 
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45.6% 


55.2% 




Table S. Six- Year Graduation Rates for First-Time, Full-Time, 




Degree-Seeking Freshmen at Institutions That Responded 




to the NRP Survey for Four Consecutive Years 




and Increased Their Overall Graduation Rates 15 
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41.3% 


Male 


35.7% 
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35.7% 


Female 


42.9% 


40.9% 


43.8% 


44.3% 


Nonresident Alien 


34.7% 


33.0% 


35.0% 


44.1% 


Black, Non-Hispanic 


27.1% 
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26.1% 
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35.8% 
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All Minority Students 16 
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mately one-third of the campuses have recently undergone substantial reorgani- 
zation or changes in administration. Whether these are factors that contribute to 
changes in graduation rates requires more thorough investigation, but such con- 
ditions do affect campus climate and could reasonably be expected to have some 
influence on student persistence. 

Administrative, Academic Advising, 
and Assessment Conditions 

The NRP survey also asked institutions to describe several administrative, 
academic advising, and assessment conditions on their campuses that might have 
affected graduation rates. These conditions were based on the three stages of in- 
stitutional development described earlier. Respondents indicated the extent to 
which these conditions described practices at their institutions. The responses 
were recorded on a Likert scale which ranked institutional self-assessments from 
1 (not descriptive) to 5 (very descriptive). 

To determine which of these conditions might have had a positive effect 
on graduation rates, the responding institutions were divided into two groups 
based on their 1996 rates. Selection into the groups was based on the average and 
standard deviation of the graduation rates of the 1996 survey respondents. Be- 
cause the average rate was approximately 43 percent and the standard deviation 
was 13 percentage points, the high-rate colleges were those that had graduation 
rates of 56 percent or higher (43 + 13); the “low-rate” colleges were those with 
graduation rates of 30 percent or lower (43-13). 

Twenty-nine institutions were identified as having graduation rates of 56 
percent or higher, while 46 colleges had rates of 30 percent or lower. The average 
graduation rate for the high-rate colleges was 63.6 percent, compared to 24.5 
percent for low-rate institutions. The average graduation rate for minority students 
at high-rate colleges was 49.5 percent, versus 21 percent at low-rate institutions. 
Among white students, the average graduation rate at high-rate colleges was 65.5 
percent, versus 25.8 percent at low-rate institutions. More than 85 percent of the 
high-rate colleges had selection criteria rated at moderately difficult or higher 
(i.e., more selective), while 46 percent of the low-rate colleges had either 
noncompetitive (open) enrollment or minimally difficult enrollment criteria. 
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Table 6 (p. 20) shows a comparison of selected campus administrative, aca- 
demic advising, and assessment conditions, based on the responses of high-rate 
and low-rate colleges. The percentages in the table are based on the numbers of 
institutions in each group that indicated the campus conditions were descriptive 
or very descriptive of their campuses. 

As the table shows, nearly the same proportion of high-rate and low-rate 
institutions — 86.2 percent versus 87 percent — said that retaining and graduating 
more students is one of the top three priorities of campus administrators was descriptive 
or very descriptive of their campuses. However, 62 percent of the high-rate insti- 
tutions said that the campus meets state goals for student graduation was descriptive 
or very descriptive, compared to just 17.4 percent of the low-rate campuses. 

Several academic advising conditions also may have been indicative of in- 
stitutions with high graduation rates. More than 79 percent of the high-rate col- 
leges said that providing orientation programs that address issues of cultural 
sensitivity was descriptive or very descriptive of their campuses, compared to about 
54 percent of the low-rate institutions. Furthermore, 62 percent of the institu- 
tions with high rates said that providing an early alert system for students identi- 
fied as being in academic difficulty was descriptive or very descriptive of their 
colleges, compared to just 41 percent of colleges with lower- than-average gradua- 
tion rates. And nearly 83 percent of the high-rate colleges said that providing 
community college transfer students with accurate and timely course selection 
and financial aid information was descriptive or very descriptive of their institu- 
tions, compared to 69.5 percent of the colleges with lower graduation rates. 

On the other hand, approximately 80 percent of the low-rate colleges said 
that students identified as lacking the competencies required for entry 'level courses re- 
ceive appropriate instruction in basic skills , academic advising, and tutoring was de- 
scriptive or very descriptive of their campuses, compared to 65.5 percent of the 
high-rate institutions. However, the institutions with the higher graduation rates 
also had higher admissions selection criteria. Thus, a lower proportion of the stu- 
dents enrolled at high-rate institutions likely required basic skills courses. 

Campuses efforts to assess student progress also appeared to play a role for 
institutions with higher graduation rates. Nearly 90 percent of the high-rate col- 
leges said that senior administrators regularly monitor information about progress in 
increasing retention and graduation rates of students was descriptive or very descrip- 
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Table 6. Selected Responses to the Administrative, Academic Advising, 
and Assessment Conditions Section of the 1996 NRP Survey 
for High-Rate and Low-Rate Institutions 


Campus Condition 


Percentage of 
"High-Rate" 
Institutions That 
Said Condition Was 
Descriptive or 
Very Descriptive 


Percentage of 
"Low-Rate" 
Institutions That 
Said Condition Was 
Descriptive or 
Very Descriptive 


Retaining and graduating more students 
is one of the top three priorities of 
campus administrators. 


86.2 


87.0 


The campus meets state goals for 
student graduation. 


62.0 


17.4 


The campus provides community college 
transfer students with accurate and timely 
information about course planning, 
financial aid, and transfer requirements. 


82.8 


69.5 


The campus orientation program for 
new students addresses issues of cultural 
sensitivity. 


79.3 


54.2 


Students in danger of failing are 
identified by an early alert system and 
receive timely advising and assistance. 


62.0 


41.3 


Students identified as lacking the 
competencies required for entry-level 
courses receive appropriate instruction 
in basic skills, academic advising, and 
tutoring. 


65.5 


80.4 


The campus measures and reports 
on student outcomes from the course, 
program, and after-graduation 
accomplishments. 


58.7 


41.4 


Senior administrators regularly 
monitor information about progress 
in increasing retention and graduation 
rates of students. 


89.6 


69.3 
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tive of their institutions, compared to 69.3 percent of the low-rate colleges. And 
nearly 59 percent of the high-rate institutions indicated that measuring student 
outcomes and post-graduation accomplishments was descriptive or very descrip- 
tive of their institutions, compared to just over 41 percent of the low-rate colleges. 

These administrative, academic advising, and assessment conditions might 
be important in describing the reasons for the differences in graduation rates be- 
tween high- and low-rate institutions. However, these results should be read with 
caution, since other factors and data that are not collected by the survey instru- 
ment (such as student financial aid) also may have affected graduation rates. It is 
also possible that institutional admissions selectivity criteria may have played a 
greater role in graduation rates than campus administrative and academic condi- 
tions. 

Conclusion 

With support from Sallie Mae, AASCU developed the National Retention 
Project to engage college and university presidents and chancellors in leading their 
campuses to improve student retention and graduation rates, especially the rates 
of racial/ethnic minority students. Among the tools used to promote these objec- 
tives were an annual survey, regional retention conferences, national 
videoconferences, special projects, and publications. Through the conferences, 
projects, and publications, AASCU disseminated strategies that institutions could 
use to improve their graduation rates and created networks of support among cam- 
puses committed to similar retention goals. These initiatives have had good re- 
sults, engaging university presidents, deans, faculty, and students in a national 
conversation about how to promote and support student success and sensitizing 
campuses to the many factors that can contribute to better retention. 

Survey results over the five project years are less encouraging, however, as 
they show — in the aggregate — only marginal improvement in six-year graduation 
rates, the proxy selected for student retention. These results also show that insti- 
tutions with greater admissions selectivity were more likely to have higher gradu- 
ation rates. These findings raise an important question for AASCU schools that 
have access-related missions or open admission policies: Is the connection be- 
tween admissions selectivity and student persistence to graduation so strong that 



o 




Policies and Practice/ 21 



institutions with more liberal admissions policies cannot expect to make appre- 
ciable gains in student retention? 

Of all the survey participants, only eight campuses showed steady improve- 
ment in graduation rates over the period. In the aggregate, their rates increased by 
10.3 percentage points for both white and racial ethnic/minority students. In the 
context of overall outcomes, these results are exceptional. They bespeak unusual 
institutional effectiveness in managing student retention and merit further study. 

Another 32 institutions showed overall improvement. However, their 
improvements were slight from year to year and gave a cumulative increase of less 
than 2 percentage points in the aggregate. Graduation rates for white students at 
these colleges increased by only 0.8 percentage points, while rates for racial/ethnic 
minority students increased 3.6 percentage points. This suggests that at least some 
of the strategies employed by these campuses to improve student retention are 
having a positive effect, particularly as they relate to minority students. 

Based on survey results and campuses’ reported experiences in addressing 
issues of student retention over the five years of the project, it becomes evident 
that improving students’ retention and graduation rates is neither a short-term 
nor a simple proposition. Improving campus performance in this complex area 
depends on many factors: campus leadership, campus climate, administrative sta- 
bility, administrative functions such as tracking and monitoring student progress, 
and the extent to which an institution — including faculty and staff — has been 
able to adapt to meeting the support needs (orientation, tutoring, advising, trans- 
fer assistance, etc.) of its particular student body. Any campus wishing to improve 
its performance in student retention must make a long-term commitment to the 
endeavor and be prepared to change the campus climate and services to be re- 
sponsive to its students’ needs. There is no quick fix, nor is there any universal fix 
in student retention. Each institution must address its own special constituency 
and its special needs effectively. 

Notwithstanding the slight improvements documented for AASCU mem- 
bers’ six-year graduation rates, the National Retention Project has had positive 
outcomes. It has focused members’ attention on issues of student retention and 
their complexity. It has made campuses aware of the types and details of student 
information that will be required under the Student Right-to-Know reporting 
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conventions, with the result that the number of campuses able to provide this 
information has almost doubled in four years. 

Finally, it has brought to the fore important research questions about the 
relationship between campus conditions and student outcomes, questions that 
can improve our knowledge about student retention. What strategies have been 
most effective in promoting student retention to graduation? What conditions 
have accounted for retaining racial/ethnic minority students successfully on those 
few predominantly white campuses that did better than others in graduating these 
students? What conditions prompt declines in student retention? How do changes 
in institutional governance, organization, or administration affect student persis- 
tence and degree attainment? And finally, given the observed relationship be- 
tween admissions selectivity and student persistence to graduation, how do 
institutions with more liberal admissions policies make appreciable gains in stu- 
dent retention? 



Notes 



] R. C. Richardson Jr., “A Model of Institutional Adaptation to Student Diversity,” in 
Achieving Quality and Diversity. New York: ACE/Macmillan, 1991. 

2 Created in 1994 by the American Association of State Colleges and Universities (AASCU), 
the American Association of Community Colleges (AACC), and the National 
Association of State Universities and Land-Grant Colleges (NASULGC), the Joint 
Commission on Accountability Reporting (JCAR) was established to develop common 
ways of presenting easy-to-understand comparable information. The reporting 
conventions developed by JCAR provide a uniform means to report: (1) for all 
institutions and programs: student advancement toward completing educational goals; 
student charges (costs); graduation rates; and transfer rates; and (2) for vocational, 
occupational, and professional programs: licensure pass rates; placement rates; and 
full-time employment rates. The above reporting convention recommendations were 
released in November 1995. 

3 This portion of the survey draws from R. C. Richardson Jr., D. A. Matthews, and J. E. 
Finney, Improving State and Campus Environments for Quality and Diversity: A Self- 
Assessment. Denver: Education Commission of the States, 1992. 

^President Harley Flack of Wright State University (OH) suggests that this choice 
disadvantages campuses that serve large numbers of part-time or adult students who 
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may enroll intermittently or who do not intend to complete a bachelor’s degree. 
President Flack calls for a change in the paradigm of retention in favor of an approach 
that uses multiple, nontraditional measures such as assessment of learning outcomes 
and benchmarking according to institutional mission. 

5 Based on the total number of responding institutions. 

6 Based on the number of institutions with usable graduation rate data for first-time, full- 
time, degree-seeking freshmen. 

7 Does not include nonresident alien students. 

8 By definition of the U.S. Department of Education, minority-serving institutions (in 
addition to those with historical designation such as historically black colleges and 
universities) are those whose student bodies comprise at least 50 percent students 
from racial/ethnic minority groups. 

9 Admissions selectivity standards are based on the 1996 Peterson's Guide to Four-Year Colleges. 

10 Does not include nonresident alien students. 

“Based on 62 survey respondents who provided usable graduation rate data for four 
consecutive years of the NRP. 

“Does not include nonresident alien students. 

13 Based on eight survey respondents. 

14 Does not include nonresident alien students. 

15 Based on 32 survey respondents. 

16 Does not include nonresident alien students. 
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If retention means keeping students around long enough so that some reasonable 
proportion of them earns a degree, what is long enough and what is reasonable? 
Surely those who made the decision to change our system of higher education 
from meritocratic to mass access during the late 1960s and early 1970s understood 
high attrition rates as part of the price of giving everyone the chance to attempt 
higher education. Until the quality-conscious 1980s, community colleges justi- 
fied high attrition rates by emphasizing the student’s “right to fail.” We do not 
expect the same survival rates for those who undergo high-risk open-heart surgery 
as for those admitted for a tonsillectomy. Why shouldn’t we expect lower survival 
rates among today’s higher-risk students? 

According to U.S. Department of Education estimates, 45 of every 100 
students entering four-year schools eventually will earn a degree; the proportions 
have not changed over the last 100 years. 1 Apparently, our system gets about the 
same results regardless of the qualifications of those who enter. Sooner or later, 
someone was bound to challenge a process that produced such consistent results 
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regardless of student input or costs. In the accountability-oriented 1990s, a grow- 
ing number of states have begun examining outcomes and reporting institutional 
results to legislators and the general public. This practice raises concerns among 
institutional leaders in part because of the absence of generally accepted stan- 
dards for performance. 

While total outcomes may be little changed, different types of institutions 
report very different retention and graduation rates. Ivy League institutions have 
four-year graduation rates in the mid 1990s. The U.S. academies at West Point 
and Annapolis graduate between 70 and 80 percent of those they admit in four 
years. The University of California, Los Angeles has a five-year retention/ 
graduation rate for regularly admitted Asian Americans and whites in the high 
60s; comparable figures for African Americans and Latinos are in the high 40s or 
low 50s. Four-year City University of New York institutions graduate about 30 to 
35 percent of their first-time entering freshmen in five years and retain another 
20 percent. The University of Texas at El Paso (UTEP) reported five-year retention/ 
graduation rates for the class entering in 1980 of about 32 percent. Significantly, 
Hispanics outperformed whites by a slight margin. 2 

Which among these institutions are doing well? Which are doing poorly? 
How do we know? When we calculate retention statistics and use them to hold 
institutions accountable, what allowances should we make for such student char- 
acteristics as socioeconomic status, high school preparation, SAT or ACT scores, 
family responsibilities, having a first language other than English, living condi- 
tions, and employment? 

Serving higher-risk students, as AASCU institutions historically have done, 
raises attrition rates, but systematic efforts to help them succeed can bring those 
rates back down. In 1988, UTEP found that it was achieving higher retention 
rates with “at-risk” students than with its regular student population. In a speech, 
UTEP’s president rhetorically asked the faculty whether it wasn’t time the univer- 
sity applied to the rest of its students the lessons learned in working with its “at- 
risk” population. Shortly thereafter, a UTEP faculty member argued in The Chronicle 
of Higher Education that UTEP’s success with Hispanics had only been achieved 
by lowering standards. 

The story illustrates how closely access, quality, and retention are bound 
together. It is virtually impossible to talk about one without considering the oth- 
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ers. Concerns with retention spring not so much from unwillingness to accept the 
element of risk associated with trying to provide opportunities for everyone as 
from observations that current outcomes seem to enhance rather than eliminate 
advantages attributable to being bom to Asian American or white parents. States 
can ill afford systems of higher education that widen existing disparities in social 
stratification along racial and ethnic lines. 

The key retention issue is how to eliminate race- and ethnicity-related 
differences in retention and graduation rates while concurrently working to im- 
prove overall retention rates without sacrificing quality. The AASCU/Sallie Mae 
National Retention Project (NRP) reflects one major effort to come to grips with 
this challenge. 



Insights From the National Retention Project 

The surveys on student retention rates collected by NRP from member 
colleges and universities offer an interesting window on institutional performance. 
The data show practically no changes (.02 percent) in six-year graduation rates 
for the 64 campuses that responded all four years. However, the number of cam- 
puses with good, usable data has increased every year, as has the total number of 
campuses responding (300 in 1996). Graduation rates for African Americans and 
Native Americans increased about 3 percent during the same period, from 27.5 to 
30 percent and from 25.1 to 28 percent, respectively. For Hispanics, graduation 
rates declined from 29.9 to 28.4 percent. 

If we break respondents into groups, the picture changes. Eight campuses 
that provided information all four years increased graduation rates steadily, for a 
total of 10 percent for the period of the project. Another 46, while experiencing 
some sort of interruption along the way, nonetheless increased graduation rates 
on average for the four-year period by somewhat more than 2.5 percent. So 54 
campuses are clearly improving, and some faster than others. Reported six-year 
graduation rates in 1996 ranged from 83 percent to 0 percent. There are still 53 
institutions with graduation rates at or below 30 percent. 

What kind of sense can we make from this data? First, 62 percent of those 
surveyed could provide six-year graduation rates; 59 percent provided the rates by 
gender and 58 percent by race. Clearly, most AASCU institutions now have the 
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data systems and the sense of priority that allowed them to provide the type of 
comparative data the project required. But more than a third still lack the capac- 
ity to assess current performance in retaining students. We know that what gets 
measured improves. And so those campuses with the longest history of keeping 
track of retention are also among the most likely to report improved results. 

Let’s try to tease out some additional insights. Imagine for a moment a 
continuum of retention practices that is anchored at one end by incremental ac- 
tions aimed at removing the barriers to participation for underrepresented groups 
through changes to admission practices, financial aid, or relationships with feeder 
schools. The far end of the continuum involves systemic transformational change 
aimed at: constructing improved learning environments through more effective 
teaching and learning practices; increasing faculty commitment to the success of 
all students; and providing learning assistance that bridges the gap between prepa- 
ration, learning styles, and graduation. Somewhere between these two extremes 
lies a midpoint of institutional reform which aims at adaptive improvements to 
existing campus teaching and learning practices as well as an improving campus 
climate. Incremental strategies remove barriers to participation; adaptive strate- 
gies focus primarily on changing students; and transformational strategies are about 
changing institutions. 

The goal of the National Retention Project was to encourage participating 
institutions to become more systemic in their retention strategies — that is, to move 
along the continuum away from incremental changes and toward institutional 
transformation. Was this goal realistic? What do the data suggest about how well 
it was attained? 

In 1996, most AASCU institutions clearly were closer to the incremental 
than to the transformational end of the continuum. According to survey data, 
institutional efforts to fix the retention problem focused on recruiting better pre- 
pared students, supporting students with skill or content weaknesses, making higher 
retention and graduation rates a top administrative priority, maintaining ties to 
the K-12 community to support improved preparation of students, and monitor- 
ing progress in increasing retention and graduation rates. Former AASCU Reten- 
tion Project Director Pamela Arrington reported that most retention strategies 
remain outside the institutional mainstream. 
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The problem with strategies focused on removing barriers to participation 
or on changing students is that they do not alter retention and graduation out- 
comes — or at least they do not alter them very much. According to Deming, 85 
percent of the variance in outcomes is attributable to the way a system is designed 
and managed. 3 That leaves very little variance for individual change strategies to 
affect. If most of the institutions in AASCU’s database have retention strategies 
that are not well integrated into mainstream academic operations, we should ex- 
pect outcomes to remain essentially the same — perhaps a little better or a little 
worse, but essentially the same. This is what the data analysis revealed. 

At the same time, growing numbers of AASCU institutions have moved 
or are moving toward becoming more strategic and adaptive, as evidenced by 
improved retention and graduation rates at 54 institutions. Our data almost cer- 
tainly understate the number that have become more systemic in their retention 
efforts given lag times between actions and changing outcomes. Most retention 
initiatives focus on the critical high school-to-college transition and on the fresh- 
man year. Accordingly, we should expect a minimum five-year delay between the 
time a retention project begins and when graduation outcomes begin to improve. 
We have only four years of data for NRP. 

The results for the 1996 survey illustrate two types of errors we should avoid 
in attributing meaning to NRP outcomes. We don’t want to claim successes that 
would have happened anyway. But equally important, we don’t want to reach 
erroneous conclusions about failure from outcomes the project could not reason- 
ably have been expected to influence. Were more successful institutions already 
engaged in systemic efforts to improve retention at the time the project began? 
Did the project encourage and empower their efforts by recognizing and assisting 
them, thus increasing internal credibility? Were there other factors, such as more 
selective admission practices, that contributed to improved retention? Do some 
AASCU institutions believe they are already doing as well on retention as they 
need to? Does averaging data for institutions that aren’t interested in improving 
retention rates with those that are distort the results for both? How would a small 
sample of institutions that improved compare to a similar sample of those that did 
not? 
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Such questions are not easy to answer, but trying to answer them is an 
important element in becoming more systemic. At the incremental end of the 
continuum, institutions offer retention programs whenever resources permit but 
often don’t stay interested long enough to find out whether outcomes were af- 
fected. Not all institutions need the same types of strategies. Historically black 
colleges and universities (HBCUs) have few barriers to participation and support- 
ive environments, but they may need to reform learning environments to provide 
greater assistance to the students they now attract, as distinct from those they 
attracted before historically white institutions became serious about recruiting 
from the same population. Institutions with retention rates of 60 percent or above 
and comparable graduation rates for all races and ethnic groups may need only 
incremental change, if that. Institutions that need only modest improvement can 
use strategic planning to shape gradual adaptive changes. Institutions with reten- 
tion and graduation rates significantly below the norm for their type of setting or 
unacceptably large retention discrepancies related to race or ethnicity should think 
seriously about systemic change if they are interested in improving their game. 



Becoming More Systemic 

Most colleges and universities are segmented along functional lines. 4 Ari- 
zona State University has people responsible for getting students into college, 
others who try to be sure they get into the right classes, still others who focus on 
housing, health, and social life, people who organize and teach classes and report 
grades, staff who keep records and certify progress, and those who try to help 
students connect with a desired job. None of these functional areas can be held 
individually responsible for retention and graduation rates. Sometimes institu- 
tional leaders talk as if the faculty collectively should be held accountable, but no 
one has yet figured out how that can be managed. 

Our plan for making all of this fit together involves organizing everyone 
into large functional groupings of related specialists who are presided over by vice 
presidents who, in consultation with the campus president, provide the necessary 
direction and coordination. Significantly, no one has the title of vice president for 
student retention. Hammer and Champy describe this organizational arrangement 
as “functional silos or stovepipes, built on narrow pieces of a process” in which 
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people look inward toward their departments and upward to their leaders, but no 
one looks outward to the student. 5 

To cope with the dilemma that arises because colleges are being held 
accountable for a process for which no one is responsible, we establish cross- 
functional “retention committees” comprising representatives from each of the 
stovepipes even while we chuckle about the definition of a camel as a horse designed 
by a committee. 

From this perspective, we can see that the AASCU Retention Project fo- 
cused on improving the quality of services within each stovepipe while concur- 
rently searching out ways to achieve synergy among them and to guide students to 
the right stovepipes at the right times. An interesting question might be whether 
it is possible to eliminate functional stovepipes entirely in favor of groups that 
actually have responsibility for students. This is the key question asked by trans- 
forming institutions. 

Imagine for a moment that an interdisciplinary team of university 
professionals and support staff has responsibility for retaining a group of 
undergraduate students through the first two years of college and at the end of 
that time producing candidates who have made an appropriate career decision 
and who are fully prepared to enter their major of choice. Assume further that the 
team has to accomplish its task within existing cost parameters and that its first 
job is to design the program. The team will be rewarded and retained based on its 
success at improving retention and user satisfaction. If the team is able to reduce 
costs while improving outcomes, it will receive a bonus which its members will 
decide among themselves how to distribute. The team is collectively responsible 
for designing the process and is collectively accountable for the results. It is insulated 
from existing structures, reward systems, and disciplinary affiliations by a dean 
who understands her role as coaching and support rather than supervision or 
management. 

Portland State University is one place where transforming strategies are at 
work. There, each of 20 members of a freshman inquiry faculty team drawn from 
departments across the university will devote two-thirds of their teaching to a 
general education program specifically designed around the needs of students. The 
program, taken by all incoming freshmen, incorporates team teaching, interdisci- 
plinary programs and course clusters, integration of academic skills within course 
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content, inclusion of diversity and multicultural themes across the curriculum, 
student community service, and enhancement of student-student and student- 
faculty interaction. Significantly, the new general education program will not be 
more costly than the way the institution previously has taught comparable courses . 6 

The new California State University campus at Monterey Bay has been 
planned around similar strategies, very different from the learning approaches tra- 
ditionally used in other parts of the large, historically incremental enterprise of 
which it is a part. 

Yet another example can be found in the efforts of colleges and universities 
to create undergraduate learning communities organized around cultural, voca- 
tional, or intellectual interests. Such communities cut across stovepipes by orga- 
nizing the admissions process, social and residential experiences, and the learning 
experience around some common theme, such as high academic achievement, as 
in honors colleges, or cultural identity, as in the case of Native American or Afri- 
can American theme living and learning groups. 

Within the adapting institution, strategic planning is used to align the pieces 
of a larger educational process fragmented by the way institutions are organized. 
The transforming institution focuses on redesigning programs and services to 
eliminate fragmentation. Beyond looking at the way institutions organize programs 
and services, we also can get some sense of where they are along the continuum by 
the questions they find important. Incrementally focused institutions worry about 
improving retention rates for high-risk students. Adapting institutions focus on 
improving retention and graduation rates for everyone. And transforming 
institutions address retention issues by improving the quality of undergraduate 
education. 



Conclusion 

The basic model for educating undergraduates followed by most institu- 
tions was designed around a much smaller and less diverse segment of the popula- 
tion than is currently found at most AASCU institutions. The model still works 
well for institutions that are highly selective, like UCLA and Stanford, or small 
and single purpose, like the California Maritime Academy. Most AASCU institu- 
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tions, however, do not deal with highly selective student populations or narrow 
missions. 

Can public colleges and universities engage in transformation in the ab- 
sence of the type of threat to survival that motivated change among American 
businesses? Is undergraduate education at any AASCU institution sufficiently 
problematic to require transformation, or should most AASCU institutions pur- 
sue more modest improvements through strategic planning within an adaptive 
framework? Which questions are your institutions currently asking about student 
achievement? Which should you be asking? 
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The purpose of this chapter is twofold: to acknowledge that substantial research 
exists on the social and academic variables that influence whether students stay 
in school or leave and to focus on the role of faculty in the success and the on- 
going assessment and evaluation of student retention practices and programs. 



Trends and Issues in Student Retention 

Let’s first look at support for retention efforts from outside the academy. 
Beginning in the 1980s, there was a movement in higher education toward effec- 
tiveness and accountability. The country’s economic climate and how it played 
out at the state level was certainly a catalyst for this movement. Public concerns 
prompted calls from legislators to state coordinating boards for higher education 
and college administrators asking for more accountability on new program costs, 
financial aid programs, and other student support programs. An institution’s re- 
tention and graduation rates became a measurable outcome of institutional ac- 
countability. Similarly, K-12 schools came under scrutiny in the 1970s and still 
are criticized for not teaching basic skills and for leaving graduates unprepared for 
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postsecondary education. Indeed, many in higher education argue that retention 
and graduation rates would be greatly improved if students were adequately pre- 
pared for first-year college-level work. There is reason for concern. A recent study 
by the Maryland Higher Education Commission found that nearly half (47 per- 
cent) of all new students at Maryland public campuses who enrolled directly from 
high school needed some form of remediation, and 23 percent required assistance 
in two or more subjects. 1 Almost 60 percent of the first-time students at commu- 
nity colleges and one-fourth of those at public, four-year institutions received 
remediation. 

In 1993, the federal government got involved in measuring higher educa- 
tion outcomes. The U.S. Department of Education required that states create 
State Postsecondary Review Entities (SPREs) to address institutional account- 
ability and to include measures of student achievement. Fortunately, some would 
argue, Congress didn’t fund the SPREs. However, getting ready for SPREs turned 
up the heat. Demands from state legislators for more accountability from 
postsecondary education continue as a result. This pressure is fueled, in part, by 
competition among higher education and other state funding priorities, like Med- 
icaid and corrections, when state resources are either stagnant or dwindling. 

Minority participation and success, however, dropped off the radar screens 
of many legislators as they looked at higher education outcomes. The State Higher 
Education Executive Officers (SHEEO) studied trends in state coordination and 
governance in a 1996 survey. 2 Interestingly, it found that there has been a signifi- 
cant decline since 1 989 in the prioritization of minority student access and achieve- 
ment (-.81). Respondents reported that state financial support, effectiveness and 
accountability, and instructional technology were the most important issues in 
1996. In addition, efforts to recruit and retain students for diverse campus com- 
munities using special admissions criteria that included race as a criterion were 
challenged through the courts in Maryland, Texas, Louisiana, Mississippi, Ala- 
bama, and California. 

Another trend emerged during this decade. In 1993, there was an increase 
in the number of African American (74.8 percent) and Hispanic (60.7 percent) 
students completing a high school education. 3 The number of Caucasian high 
school graduates stayed the same. The Hudson Institute projected that 85 percent 
of new entrants to the workforce in the 2 1st century will be minorities and women. 
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This information raised questions that required answers from higher education. 
Will these new workers have the necessary skills for jobs that are based on knowl- 
edge and that compete in a global economy? How well are colleges and universi- 
ties preparing the new entrants to the workforce and retraining current workers? 
After surveying more than 2,500 Maryland employers, the Maryland Higher Edu- 
cation Commission found that by the year 2005, six in every ten job openings will 
require some form of education or training beyond high school. 4 Without minor- 
ity recruiting and retention efforts, the needed populations would not participate 
in higher education at the rate required to support the workforce. 

Statistics indicate that there is work to be done. Even though there has 
been an increase in tuition over the past decade, more high school graduates (from 
49 percent in 1987 to 62 percent in 1993) are choosing to go immediately to 
college after high school graduation. 5 However, high school graduates from low- 
income families (50 percent) were less likely than graduates from high-income 
families (79 percent) to enroll in college. 6 Many of these freshmen will not gradu- 
ate. In 1990, only one-quarter of first-year community college students were en- 
rolled in some form of higher education the next year; about one-fifth of second -year 
community college students transferred to four-year colleges or universities. 7 In 
fact, it is very common for college students to enroll, leave, possibly return, or not 
finish within the expected time. 8 

Generally, low tuition levels at American Association of State Colleges 
and Universities (AASCU) schools and increased federal financial aid have sup- 
ported higher levels of participation. 9 However, even with current levels of aid, 
many Americans are struggling to pay for college. Among dependent, full-time 
undergraduates attending public, four-year institutions, the average grant aid re- 
ceived was 29 percent of the average tuition and fees charged during the 1992—93 
academic year. This ratio ranged from 80 percent for students from low-income 
families to 10 percent for those from high- income families. 10 The percentage of 
full-time students who work more than 20 hours a week has increased since the 
1980s. This fact may affect whether students go on to complete college and/or 
lengthen the time they take to complete a degree. Half (52 percent) of bachelor’s 
degree seekers who first enrolled on a full-time basis reported having completed 
the degree in five years, compared to less than 15 percent of those who first en- 
rolled less than full time. 11 Other differences in access, participation, and progress 
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noted in The Condition of Education 1 996 include the fact that traditional-age 
students (18 or younger) who enter postsecondary education are more likely than 
nontraditional-age students (age 20 to 29) to complete a bachelor’s degree within 
five years (51 versus 19 percent) and are five times more likely to do so than 
students who enter at age 30 or later. Furthermore, students who begin in four- 
year institutions are much more likely to report completing a bachelor’s degree in 
five years than those who begin in two-year institutions (57 versus 8 percent). 12 

According to NCES, from 1971 to 1995, the percentage of students com- 
pleting high school increased 9 percentage points (from 77.7 percent to 86.9 per- 
cent); the percentage of high school graduates had completing at least some college 
rose nearly 19 percentage points (from 43.6 percent to 62.2 percent); and the 
percentage of high school graduates completing four or more years of college rose 
more than 6 percentage points (from 22.0 percent to 28.4 percent). Yet there are 
differences in the degree of educational attainment by race. While fewer black 
25- to 29-year-olds (86.8 percent) had completed high school than their white 
counterparts (92.5 percent) in 1995, the gap between the percentage of blacks 
and whites completing high school narrowed between 1971 and 1995 from 23 to 
6 percentage points. 13 Fifty-two percent of black high school graduates had com- 
pleted some college in 1995, versus 65 percent of white high school graduates. 
Eighteen percent of black high school graduates versus 31 percent of white high 
school graduates had completed a bachelor’s degree or higher. Considering the 
same cohort, NCES found that for 25- to 29-year-old Hispanics in 1995, 57.2 
percent completed high school, compared to 92.5 percent of their white counter- 
parts. Fifty percent of Hispanic high school graduates had completed at least some 
college, and 16 percent had completed a bachelor’s degree or higher. 

Because colleges and universities devote efforts to programs designed to 
recruit diverse students and to provide academic support services to diversely pre- 
pared students, the student body at colleges and universities has become increas- 
ingly diverse since the mid 1970s. 14 Minority students increased from 15 percent 
of all students in 1976 to nearly 22 percent in 1992. For example, African Ameri- 
can students accounted for nearly 10 percent of the total enrollment at colleges 
and universities in 1992. Hispanics made up 7 percent, Asians 5 percent, and 
American Indians 1 percent of enrolled students. At most AASCU institutions, 
the student bodies comprise more students who attend part time, commute, are 
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academically underprepared, and combine school with family obligations and fi- 
nancial difficulties. Thirty-six percent of all undergraduates (2,536,973) and 36 
percent of all minority undergraduates (529,802) enroll at AASCU institutions. 
Retaining and graduating these students is challenging. 

Across all institutional types, concern about student success is warranted. 
For the past three years, results from the AASCU/Sallie Mae National Retention 
Project found that six-year graduation rates hover around 40 percent; they were 
40.6 percent in 1993 and 1994 and 43.2 percent in 1995. The six-year graduation 
rates for white students in 1993, 1994, and 1995 were 43.8, 42.6, and 46.1 per- 
cent, respectively. Graduation rates for minority students were significantly less. 
For black students in 1993, 1994, and 1995, the six-year graduation rates were 
27.5, 29.8, and 31.7 percent, respectively. For Hispanic students, the six-year gradu- 
ation rates for those years were 29.9, 30.5, and 29.4, respectively. 

Campus Climate 

Colleges and universities have paid a good deal of attention to those social 
and campus climate variables that make up the “institutional fit” paradigm. 15 Be- 
ginning in the mid 1970s, the dominant theme in retention research was that 
retention and attrition result from the interactions between students and the in- 
stitution. 16 An institution’s social environment plus the student’s academic per- 
formance must be considered equally before an adequate, integrated understanding 
of the retention process is possible. Senior administrators and faculty must ask 
themselves, “Which of the institutional practices we employ are best for the stu- 
dents we have, and which institutional practices should we modify to better aca- 
demically and socially involve our students?” For years, historically black colleges 
and universities (HBCUs) have promoted the fact that the African American 
students enrolled at these schools perceive a certain socially relevant comfort zone 
that accounts for their sustained student achievement. For example, African 
American undergraduates who attended HBCUs were more likely to aspire to an 
advanced degree than were students at other four-year colleges or universities. 17 
Even at HBCUs, once the more selective campuses are removed from the data, 
retention and graduation rates are mediocre at best. Perhaps this supports the 
premise that social campus climate variables alone will not sustain high retention 
and graduation rates over the long haul. Campuses must focus on both social and 
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academic variables, especially teaching and learning practices that involve fac- 
ulty in campuses student retention efforts. 18 

The literature indicates numerous programs for varied student populations 
that address access, academic, and social support services to include mentoring 
programs, pre-college summer bridge programs, orientation programs, learning com- 
munities, use of learning technologies, tracking systems, and two-year to four-year 
college student transfer articulation programs. Significant documentation sup- 
ports these themes. Most recently because of special federal funding opportunities 
with organizations like the National Aeronautics and Space Administration, the 
National Science Foundation, and the Department of Health and Human Ser- 
vices, many campuses have implemented programs to recruit and retain tradition- 
ally underrepresented student groups to major in disciplines such as science, 
engineering, mathematics, and health sciences. However, the evidence of col- 
leges and universities adapting their teaching and learning practices in some com- 
prehensive, structured, campus-wide approach to address diversity issues and to 
address the needs of diversely prepared students is less frequent. 

Teaching and Learning Practices 

The frequency and quality of student-faculty interactions has a significant 
effect on student success. Using Tinto’s model of academic and social integra- 
tion, 19 faculty play a primary role in helping students assimilate both an institution’s 
academic norms and values as well as its social climate. Particularly at campuses 
with high percentages of commuter students, the faculty role in both academic 
and social integration of students into the campus culture is key. Generally, the 
only opportunity for nontraditional students — older than the traditional 18- to 
24-year-old cohort, enrolled part time, academically underprepared, living off- 
campus, and working at least 20 hours a week, or with family responsibilities — to 
assimilate institutional values and norms is in the classroom. None of the two- 
year campuses — approximately 41 percent of the higher education enrollment 
mix in Maryland in 1994 — has residential facilities. 20 

Generally, an institution’s senior faculty have more teaching, research, and 
administrative experience than junior faculty members. Research found that more 
contact with faculty enhances the quality of the learning environment for stu- 
dents at colleges and universities. One could argue that more contact with senior 
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faculty may enhance the quality of. the learning environment for students more 
than contact with junior faculty precisely because senior faculty members have 
more teaching, research, and administrative experience. In The Condition ofEdu «* 
cation , data show that at research, doctoral, and comprehensive institutions in 
both 1987 and 1992, the majority of classroom exposure to faculty for students in 
undergraduate upper-division courses and graduate courses was with senior fac- 
ulty: full professors and associate professors. At comprehensive institutions in 1992, 
undergraduate students in lower-division courses had less classroom exposure to 
senior faculty than students in upper-division courses. Students in undergraduate 
courses at research institutions had about the same classroom exposure to senior- 
level faculty as students in undergraduate courses at comprehensive and liberal 
arts institutions. However, undergraduates in classes taught by senior-level faculty 
at research institutions were more likely to be in classes of more than 50 students 
than their counterparts at comprehensive and liberal arts institutions. 

Institutional policy to enhance student success is an important area of study 
for colleges and universities. At too many institutions, there is an overreliance on 
contractual instructors for teaching first- and second-year students. In many cases 
this is the result of flat to declining state appropriations to higher education and 
increases in enrollment. For example, the Maryland Higher Education Commis- 
sion, recognizing the need for quality in undergraduate education, provided in its 
“Minimum Requirements for Degree-Granting Institutions” that full-time faculty 
teach at least 50 percent of the instruction for which credits toward degrees are 
awarded. 21 However, because the standard is applied institutionwide, at some in- 
stitutions this means that certain programs are taught mostly by part-time faculty. 
At the institutional level, senior administrators and faculty should work to reduce 
the relatively high number of part-time and/or contractual instructors teaching 
first- and second-year students. The quality of instruction during the first two 
years of college — particularly the first year — is crucial to establishing the student- 
faculty interactions that help students establish lifelong educational goals and 
assimilate specific institutional values. 

Another priority of senior administrators and faculty should be organized 
incentives and opportunities for developmental activities centered around class- 
room research on improving teaching. Examples may include applied research on 
the use of learning technologies and student achievement and other pedagogies 
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for varied student groups such as learning communities. Actively involving stu- 
dents in learning has been documented to improve student achievement at the 
K-12 level and increasingly with significant numbers of nontraditional students 
and students of color at urban commuter campuses. Especially at institutions other 
than research universities, faculty responsibilities should include participation in 
field experiences and applied research that involves working with K-12 teachers 
and peers at community colleges. 

Learning communities are one teaching/learning practice that encourages 
student and teacher involvement and retention. A learning community is often 
pairs or clusters of courses that faculty plan together so that the content in one 
course reinforces the content in the others. Students often work in groups. Often, 
faculty choose to team teach linked courses and thus have to collaborate. The 
method provides opportunities to renew faculty, and it challenges colleagues — 
some tenured and some not — from across disciplines to work together and to em- 
ploy different presentation approaches. General education and core program 
planners are turning to learning communities to accomplish for students the kind 
of holistic experience that taking separate courses can’t provide. Evergreen State 
University (Wash.) and Portland State University (Ore.) have experienced much 
success with their implementation of campus-specific versions of learning com- 
munities. Dillard University (La.) and LaGuardia Community College (N.Y.) have 
found that learning communities are a useful model with diversely prepared stu- 
dents. Faculty should be recognized and rewarded for implementing varied peda- 
gogical models and for documenting their effectiveness. Rewards could include 
campus mini-grants and funds to travel to conferences to present their classroom 
research papers and to share lessons learned with colleagues from various types of 
institutions. 

Similar to the recent emphasis in student retention literature on the role of 
faculty involvement, K-12 researchers have begun to call for a re-examination of 
teacher education and teacher training, recognizing that teachers play a critical 
role in shaping children’s career expectations and attitudes about learning. When 
students come to college ill prepared, keeping them in school becomes a greater 
challenge. The U.S. Department of Education reported that 78 percent of higher 
education institutions that enrolled college freshmen in 1995 offered at least one 
remedial reading, writing, or mathematics course. 22 The Maryland Higher Educa- 
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tion Commission surveyed all public two- and four-year institutions in the state 
and found that 90 percent of all remedial education is offered at community col- 
leges, versus 10 percent at four- year comprehensive/liberal arts campuses. Fur- 
thermore, 47 percent of all new students at Maryland public institutions who 
enrolled directly from high school needed some form of remediation. The trend 
was most evident at community colleges and institutions with a significant num- 
ber of minority students. 23 

Conclusion 

Researchers agree on exemplary practices and policies that facilitate stu- 
dent success. Almost all experts agree that retention programs need to be part of a 
campus-wide retention effort and not an isolated add-on program for special stu- 
dents. Unfortunately, campus administrators have been reluctant to engage fac- 
ulty in these campus-wide efforts. Instead, student development and academic 
support staff have been delegated the tasks of addressing those social and aca- 
demic variables that affect whether students stay in or leave college. Campuses 
also have been slow to adopt the principles of planned change when it comes to 
problem-solving focused on improving student retention and graduation rates. 
Few practitioners want to invest the time and effort to identify and involve ex- 
perts on campus in eliminating the barriers to increased student retention and 
graduation rates by using data collection tools and solution planning and imple- 
mentation. Even student retention programs with documented successful outcomes 
rarely undergo formative evaluations so they might improve and be integrated 
into campus-wide goals. 

Looking at the efforts of one state, this author finds that the results are not 
always immediate. For example, while Maryland has made considerable progress 
toward realizing parity in the retention and graduation rates of majority and 
minority students, a gap still persists between the six-year graduation rates of 
minority (39.4 percent) and majority (64-7 percent) students. The gap in graduation 
rates of community college transfer students who are African American (30 
percent) and white (52 percent) remained basically unchanged for the past five 
cohorts. 

Maryland legislators have served as catalysts for change in student reten- 
tion practices and policies; initially, they focused on retention and graduation 
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rates at the state’s four historically black institutions. Further, as part of the state’s 
performance accountability process, the Maryland Higher Education Commis- 
sion now requires public colleges and universities to prepare a minority achieve' 
ment plan and annual progress reports which focus on the retention, transfer, and 
graduation patterns of minority students. The reports contain analyses of trends 
in retention and graduation rates and a discussion of institutional activities that 
have improved student retention, including efforts in the areas of academic advis- 
personal counseling, developmental education, and extracurricular planning. 

In A Conceptual Framework for Student Retention in Science , Engineering , and 
Mathematics Programs, Swail asks the following questions in reference to teaching 
and learning practices and student success: What is the role of faculty in the 
development of an effective institutionwide student retention program? What 
policies are needed to support curriculum revision? What policies are needed to 
support the development of better teaching practices? What policies are needed 
to support the administrative and organizational changes involved in the 
institutionwide retention program? 

Richardson encourages campuses to address these questions via campus stud' 
ies. Based on his case study data, only when campuses try to tackle these tough 
questions will they start to see improvements in graduation rates. Certainly the 
Pew Charitable Trusts agrees. By honoring colleges for their efforts to improve 
undergraduate education, Pew provides tangible recognition ($250,000) to up to 
five schools annually that have “broken out of the box of familiar structures” 24 to 
make fundamental changes in their teaching and learning processes. 

What do these institutions and others that promulgate best practices in 
teaching and learning have in common? Typically, these institutions have in- 
volved faculty and administrators in the development of positive learning envi- 
ronments and have campus cultures that emphasize high standards of teaching 
and learning, faculty as role models and mentors to students, faculty active in the 
advisement and freshman orientation programs, faculty active in classroom re- 
search and varied pedagogical practices, and staff and students who provide nec- 
essary academic and social support services. 

National data point to the lack of preparedness of a significant percentage 
of students to pursue college-level studies. In Maryland, research shows that African 
American students who take college preparatory courses, particularly in math and 
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English, are less likely to require remedial assistance than students who do not 
take college preparatory classes in high school. 25 There appears to be a positive 
correlation between the academic preparedness variable and student persistence. 

As attacks on affirmative action increase, specifically race preferences in 
admissions, colleges and universities are targeting programs at the middle schools 
and high schools that aim to prepare minority youths for higher standards in math- 
ematics and science by steering them toward competitive college preparatory cur- 
ricula, even in vocationally oriented school-to-work programs. This appears to be 
the model for the future. Collaboration between K-16 teachers/faculty and ad- 
ministrators on teaching and learning practices (particularly at the high school 
level) that will ensure student success at the postsecondary level, from occupa- 
tional and technical career choices to more traditional college majors, supports 
this model. Typically, this model also involves the business community as a cata^ 
lyst for higher standards and support of ongoing professional development for teach- 
ers and faculty. Attention given to higher standards must also take into account 
the need to remain inclusive. At the state policy level, this means attention to 
both access and quality. 
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“We’ve tried affirmative action for 30 years and it hasn’t worked, so let’s get off 
that horse,” pronounced the cab driver taking me back to the airport from One 
Dupont Circle. Only a sophomoric novelist could have scripted this scenario and 
the unfolding conversation. Having just spent most of the day with a small group 
of colleagues from higher education convened by the American Association of 
State Colleges and Universities to discuss “life after affirmative action,” I listened 
to this cab driver (a community college graduate) pointedly and poignantly sub- 
stantiate all of the concerns we had about the cultural backlash, political retro- 
gression, and legal retreat regarding affirmative action. Our focus in this essay will 
not be a discussion of whether or not affirmative action has worked. Obviously, 
for some individuals on many campuses the process has worked quite well, while 
for many others, the affirmative action process has been simply that: a process 
with no meaningful results. 

Perhaps the best succinct statement on the several perversities and paradoxes 
of affirmative action was made recently by my colleague, A1 Yates: “Rather than 
bringing people of different races and cultures together in an atmosphere of respect 
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and understanding, there is now a clear sense that affirmative action has contributed 
to polarization and growing hostility among disparate groups.” Yates, as one of the 
most successful black scholars and presidents in the country, has had to deal with 
individuals who would assume both that he had benefited from affirmative action 
and that he would be an automatic champion thereof. His abilities and his 
accomplishments (for those of us who know him) have nothing to do with his 
ethnicity. His perspective on this topic, therefore, carries weight. Yates continues: 

Too many Americans feel threatened or betrayed by affirmative action 
as it now exists; too many others fear the important benefits of affirma- 
tive action are outweighed by the stigma that has been attached to it. 

Our challenge today is to look at the issue from a fresh perspective and 
to craft new and constructive ways to level the playing field, to open 
our country’s opportunities to all citizens without closing off opportu- 
nity to any . 2 

Our focus here will be to explore the ways by which our campuses, as dy- 
namic educational communities, can continue to identify, address, and enhance 
the learning potential and opportunity for the educational maturation of every 
individual who becomes part of the campus community. From entry to exit, much 
of what we would do as educators remains mysterious, even magical, while mo- 
mentous in terms of both individual and societal impact. Mysterious, magical, 
momentous — but, now by necessity, for those of us working in the public educa- 
tional arena, measurable in terms of our respective institutional missions. A fun- 
damental measure of our success will be our ability to incorporate diversity and 
pedagogical pluralism into our mission statements — and to hold ourselves account- 
able for proffering an educational environment both engaging and elevating to 
our students, regardless of their ethnicity, gender, age, socioeconomic background, 
or physical abilities. 

When I was asked if I would contribute to this new AASCU publication, 
the editor commented, “Under access and diversity issues that have an impact on 
retention, we want you to cover race-based scholarships, integration versus 
multiculturalism or individualism, the inclusive university, and community-- 
building.” Then, with classic understatement, noting that though this “would be 
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fodder for an entire book,” she asked that I see this essay more “as a ‘how-to’ 
manual” than an extended philosophical treatise. So, we will do our best to move 
through the shifting sands of philosophical and political discourse in quest of more 
specific programmatic directives, recognizing always that in academia the two are 
never separate — especially when the means and the end (as articulated in this 
essay) will be “pedagogical pluralism.” 

My initial caveat must be this: I am still struggling after 30 years in higher 
education as a professor and administrator (and ten years on my current campus as 
president) to identify and initiate the best ways to promote and protect pluralism 
and diversity, especially given the particularities of the people and place which 
constitute any campus community. Therefore, it would be presumptuous to delin' 
eate a list of “how-tos” which would be universally applicable to all campuses. 
Also, the quest for applicable programs and projects will move through philoso- 
phy, campus politics, and pedagogy and will weave a fabric of many beginnings 
with only brief spots of momentary closure. 

Having been professionally committed to “cultural pluralism” for more than 
30 years, I want desperately to find a new hook upon which to posit this essay, a 
new angle by which to engage the reader’s attention, a blazing insight by which to 
cut through all the rhetoric and miasmic mist which surrounds so many of these 
conversations — and I anguish at the recognition that most of the individuals who 
will take the time to read this new AASCU publication and to work with the 
ideas contained herein will be the “converted,” those individuals who already 
believe in the inherent relationship between equity and excellence, access and 
achievement, individual meaning and community connections, pluralism and 
progress. 

First, we must remember when speaking about “retention” and “gradua- 
tion” that one student’s continuing retention could be another student’s version 
of incarceration. We all, as educators, must recognize that in fact there is no cor- 
relation between simply staying in school, graduating, and what we would value 
most about the educational process. Moreover, speaking from the vantage point 
of an institution which has as one of its historical missions the education of Na- 
tive American students, to insist on retention (continuous enrollment) as a mea- 
sure of success could run directly contrary to much more important values (e.g., 
family loyalty) which some of our students bring with them to campus. 1 share 
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that simply by way of noting that we must all decide, in terms of the specific 
mission and nature of our respective campuses, how we would best articulate “sue- 
cess” with reference to the traditional definitions of “retention” and “graduation 
rate.” 

There are so many good proposals and projects in place, well defined and 
written up in easily accessible formats, that one hesitates to take more time and 
space to reinvent wheels and spin them. I would suggest that anyone really com- 
mitted to the issue of attracting, retaining, and graduating students of any type 
should read Vince Tinto’s Leaving College: Rethinking the Causes and Cures of Stu- 
dent Attrition. Professor Tinto and his colleagues have spent years studying the 
specific issue of retention and graduation (or, from the other perspective, attri- 
tion), and his work should be at the core of any institution’s thinking about these 
issues. 

In fact, I would suggest that we all need to find a way to encourage our 
faculty and staff to read more of the exponentially burgeoning literature about 
higher education. We all have been in too many conversations on too many cam- 
puses (in my own experience ranging from large research universities to small 
private colleges) where faculty and staff sitting at the table have been either too 
busy or too disinterested to be familiar with the work of Astin, Boyer, Chickering, 
and Cross, or any of the others who have taken the time to research carefully the 
processes which characterize the educational experience at our institutions. How 
do we get our non-committed colleagues on campus (and there are many) to read 
and take seriously this literature? Correlatively, how do we get the members of our 
governing boards and their colleagues in positions of political and economic in- 
fluence to read this literature and take it to heart and mind? How? Perhaps by 
simply continuing to stress the fact that our nation has changed, that old aca- 
demic ways and ideas will no longer work (if they ever did), and that if our world 
is not only to survive but to improve, we must light the moral and ethical fires 
which will illuminate the interconnectedness and viability of multiple values and 
visions we encounter as we move through the course of an educational day. We 
need, of course, to preach a little — but we must practice a lot. 

On our campus, for example, a teaching-intensive public liberal arts col- 
lege, we have dedicated monies for several years to specific faculty and staff devel- 
opment projects which pertain to pluralism and diversity. In addition to sending 
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groups of our faculty and staff to workshops and conferences (asking them to share 
their learning with the rest of their colleagues upon returning), I have seen it as 
one of my roles to simply purchase and distribute books and monographs of spe- 
cific interest (including many of the items on the attached bibliography) to many 
members of our campus community. 

Having already initiated several entries into this essay, let me begin an- 
other — since, as one might realize, an essay which purports to deal with trans- 
forming campuses into learning environments of diverse peoples and diverse 
learning styles must stylistically reflect its substantive message: this transforma- 
tive process, a series of continuous beginnings, will never be finished or com- 
pleted. The best one can do is to initiate new procedures, new measures, new 
programs on a fairly regular basis (not a common practice in academia) to accom- 
modate the changing complexion and complexity of the student population. Some 
of these initiatives, some of these beginnings, will prove to be more effective, 
more successful, than others. Those, of course, we should sustain through their 
period of efficacy. Others may prove to have been well-intended efforts but off the 
mark. For those, we should simply move beyond our personal and programmatic 
invested interests, either making the appropriate accommodations or starting from 
scratch with reference to a particular pedagogical principle in response to a stu- 
dent-group need. Metaphorically, we might talk about these efforts as shifting 
sands which must become the bedrock of a given student’s learning experience. 
This sounds challenging, but it can work. 

As a white male administrator (one whose primary work in cultural diver- 
sity has been with Hispanic and Native American students in the southwestern 
United States), let me practice what I would preach (moving outside the realm of 
my daily contacts) and use the words of three black spokespersons to dramatize 
the view we must promote in order to awaken many of those around us. In con- 
cluding his collection of essays, The Crisis of Color and Democracy : Essays on Race , 
Class, and Power , Manning Marable comments: 



The next half century will be a transition from a white majority society 
to a society which is far more pluralistic and diverse, where multilin- 
gualism is increasingly the norm, where different cultures, religions, 
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and philosophies are a beautiful mosaic of human exchange and inter- 
action. That is the emerging majority . 3 



Many of us live where the demographics have already demonstrated the validity 
of Dr. Marable s vision. Many of us also live and work with individuals who simply 
continue to deny the validity and viability of that vision — contrary to what they 
experience in the world around them. The strains of racism, sexism, homophobia, 
anti-environmental insensitivity, and discrimination against the disabled all run 
deep in the core of our common culture. (Note: Our programmatic commitment 
was to bring Dr. Marable to our southwestern campus two years ago as the keynote 
speaker for our year-long series of activities and workshops on diversity. His voice, 
to our audience, was new and strong.) 

Accepting the reality of Marable’s view of the future, we might move fur- 
ther beyond the legal definition of “affirmative action” by looking at statements 
by two other black scholars. First, in her brilliant work, The Alchemy of Race and 
Rights, Patricia Williams writes: 

It is thus that affirmative action is an affirmation; the affirmative act of 
hiring — or hearing — blacks is a recognition of individuality that re- 
places blacks as a social statistic, that is profoundly interconnective to 
the fate of blacks and whites either as subgroups or as one group. In this 
sense, affirmative action is as mystical and beyond-the-self as an initia- 
tion ceremony. It is an act of verification and of vision. It is an act of 
social as well as professional responsibility . 4 

To a professional (in this case, an accomplished lawyer) like Patricia Williams, 
affirmative action has meant so much — and yet, quite quickly, given current legal 
interpretations, it may come to mean so little to many others. 

Echoing that concern would be the voice of Cornel West in Race Matters. 
He proclaims: 



Progressives should view affirmative action as neither a major solution 
to poverty nor a sufficient means to equality. We should see it as prima- 
rily playing a negative role — namely, to ensure that discriminatory prac- 
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tices against women and people of color are abated. Given the history 
of this country, it is a virtual certainty that without affirmative action, 
racial and sexual discrimination would return with a vengeance . 5 

We would like to believe that Professor West has overstated the negative 
possibility. However, given the escalating legal retreat from affirmative action, I 
fear the validity of his prognosis. Therefore, we have no choice but simply to 
move beyond the legal recourse to affirmative action and develop moral, ethical, 
and pedagogical principles which we must integrate with the fundamental mis- 
sions and mandates of our respective institutions. The issue of race-based scholar- 
ships, for example, can be transcended by moving to multiple admissions criteria 
which will provide a diverse learning community (first-generation, socioeconomic 
status, as well as gender and ethnicity), a community predicated upon a commit- 
ment to the principles of pedagogical pluralism. 

We are, in fact, I hope, still engaged in what is defined as a form of “higher” 
education — and, in this context, that designation of “higher” must refer to the 
principles and practices by which we would define our daily work. Morality, eth- 
ics, and value-laden principles must become both form and function of our daily 
discourse. Otherwise, we will allow ourselves to be driven simply by “efficiency” 
and “efficacy” measured only in economic terms. 

In a world in which the commitment to access to higher education has 
been seriously undermined, we must realize that to focus attention on retention 
and graduation rates will become a futile exercise if we allow other factors to force 
us to shut our doors to those who both need us most and have the most to bring to 
our educational communities by way of broadening our perspective on the world. 
Analyses such as Paul Lauter’s may seem extreme if read during a “good day” on 
any of our campuses. However, when one reads his well -documented description 
of the deliberate retreat from access to higher education in Higher Education Under 
Fire: Politics, Economics , and the Crisis of the Humanities, one realizes that we simply 
cannot sit back and let “nature take its course,” or “the marketplace play out.” To 
do so means we will see a chauvinistic and nostalgic resurgence of an elitist and 
exclusive view of higher education, a view which still governs the thinking of too 
many commentators. After convincingly documenting the economic “hit” which 
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public institutions of higher education (such as many of our AASCU institutions) 
have taken over the past decade, Lauter issues the following challenge: 



Those of us who are committed to broadening educational access and 
who believe in the value of multiculturalism and sex and gender equity 
need, I believe, to persuade Americans, as we have not successfully 
done, of the value of what we and our students do in colleges and uni- 
versities. Many people have become skeptical of that enterprise, and 
indeed, in traditional American fashion, of intellectual work gener- 
ally. In fact, one might argue that the real crisis of higher education has 
to do with the sharp decline of its authority, most particularly its cul- 
tural authority . 6 

With that challenge in mind, I would reiterate my insistence that we find a 
way to expose our own faculty and staff to the well-reasoned and well-documented 
research of Astin, Boyer, Chickering, Cross, and others — that research which dem- 
onstrates so convincingly the value of diversity, multiculturalism, cultural plural- 
ism (pick your term) with reference to the moral and ethical maturation of the 
students on our campuses. 

On our campus at Fort Lewis College in Durango, Colorado, we have tried 
to move multicultural content to the center of our core curriculum; we have en- 
couraged and funded the participation of many of our faculty members in cultural 
awareness training; we have initiated myriad programs in student services to en- 
hance appreciation and understanding of diverse ways of seeing-thinking-living- 
leaming; we have struggled to make our faculty and staff more reflective of the 
diversity of our region (still our most marginal area of accomplishment); and we 
have put in place several federally funded programs (through the Fund for the 
Improvement of Postsecondary Education, the National Endowment for the Hu- 
manities, and the National Science Foundation) and privately funded programs 
(more than $3 million from the Hughes Biomedical Foundation) which will bring 
our students (and especially students of color and disability) closer to that sense of 
“engagement’and “interaction” and “involvement” with their educational expe- 
rience which Vince Tinto’s research documents as so critical to retention and 
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All of us, though, must acknowledge daily that racism, sexism, homophobia, 
disrespect for the environment, crass materialism, and solipsistic self-indulgence 
run rampant in our national culture — and are reflected daily in many ways on our 
respective campuses. We cannot rest on our laurels — be those laurels statistics 
from the EEO office or data provided to board members and legislators showing 
that we are improving in the recruitment, retention, and graduation of students of 
color and women. Most of us, in fact, have only scratched the surface, have only 
begun to develop the consciousness and conscience which would characterize 
communities of trust and civil discourse. 

To build community one needs to establish trust. To establish trust (always 
a complicated and continuing process), one might suggest the following ABCDs: 
acknowledge the ambivalence and ambiguity attendant upon any truly significant 
decision; balance the varying participating perspectives from diverse communities 
and the values attendant upon those perspectives; clarify the connections among 
those diverse perspectives, the connections both causal and consequential; and 
then decide — knowing that very few decisions will gamer universal applause or 
accolades, but hoping that all constituencies will understand why and how the 
decision was made and that their voice was both heard and honored. 

Ernest Boyer addressed these issues in two works. In the first, College : The 
Undergraduate Experience in America , Boyer outlined the problems characterizing 
undergraduate education in America: the accumulation of information versus the 
formation of the individual; individual needs versus community commitments; 
and the affirmation of diversity versus the exploration of commonalities . 7 Ac- 
cording to Boyer, academics need to realize that these processes neither conflict 
with nor contradict each other. Rather, they constitute a synergistic dynamic, the 
basis for both cognitive and affective individual growth and community conscious- 
ness. Boyer expanded his analysis in the Carnegie report, Campus Life: In Search of 
Community. He proposed in dramatic terms a commitment to community as the 
solution to the aforementioned curricular conflicts and academic ambivalence . 8 
Boyer expressed a perspective in Campus Life that should be the basis not only for 
our thinking on equity and excellence, diversity and community, but for class- 
room discourse and the campus ethos in general: 
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We believe that standards of communication, especially on a college 
campus, must go far beyond correct grammar or syntax; they even must 
extend beyond the “civility" of the message being sent. A higher stan- 
dard is to view communication as a “sacred trust." The goal of human 
discourse must be to both speak and listen with great care and seek 
understanding at the deepest level, and this expectation takes on spe- 
cial significance as the nation’s campuses become increasingly diverse . 9 

We were so moved by the poignancy of this call by Boyer that we entitled 
a new history of our college, Sacred Trust: The Birth and Development of Fort Lewis 
College. Whether we choose to discuss the issue of demographics and diversity, 
the democratic ideal versus the elitist ethos in the liberal arts tradition, the need 
for a network of small learning communities or ethnic enclaves in the world of 
mass education and megalopolis multiversities, we must pay heed to Boyer’s focus 
on communication as a sacred trust. We must be able to live and learn in a 
community where we are free to speak and be heard with integrity. The academic 
community must value the vision and voice of each individual, while seeking and 
shaping coherence and continuity from the seemingly chaotic chorus of the 
collective voices. Open communication must become a primary commitment as 
both a means and an end to efforts in higher education. With such a commitment 
there would be no need for campus codes for discourse and dialogue; each member 
of the community would see in the other a resource for personal enlightenment 
and enrichment. Our very diversity would become a tool for true intellectual and 
spiritual growth, a far better measure of excellence in our pluralistic global 
community. 

By way of another beginning, the request to discuss the future of “cultural 
diversity” or “cultural pluralism” on campuses “after affirmative action” presents 
several dilemmas. First, we need always to acknowledge the moral, ethical, and 
pedagogical imperative for promoting and protecting cultural diversity and cul- 
tural pluralism on our campuses. The literature supporting that point of view now 
proffers overwhelming research evidence (regarding the educational benefits of a 
diverse campus) and programmatic models for our purview. At our respective in- 
stitutions, we must reflect honestly on the problems we face, the progress we have 
made to date, and the programs we need to implement, given our answers to the 
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first two questions. We really don’t need more verbiage on this topic; we simply 
need more vision, more courage, and more commitment. To presidents, I would 
say, assess yourself, then your cabinet, then your colleagues on the faculty and 
staff, and then the general climate of opinion when all of those attitudes are mixed 
with those of your current student body; then plant the seeds for and nurture 
programmatic initiatives. 

Fortunately, substantial literature on this topic has been generated by many 
higher education associations, such as the American Association of State Col- 
leges and Universities, the Western Interstate Commission for Higher Education, 
the American Council on Education, The College Board, and the Education Com- 
mission of the States (see the bibliography that follows this essay). These groups 
have produced many publications that corroborate the integral link between ac- 
cess and achievement, equity and excellence. A statement by Richard Richardson, 
Jr. and Alfredo de los Santos, both of whom have done very good work in this 
area, embodies the substance and spirit of these publications: 

In the past it has been common to define quality in higher education 
as a function of those excluded. Those excluded were disproportion- 
ately minority. Today, most people believe that any workable defini- 
tion of quality must accommodate diversity. Such accommodation need 
not be at the expense of rigor and excellence. Minority students need a 
high-quality education if degrees are to mean anything for anyone . 10 

This call for access and achievement, equity and excellence, has been is- 
sued by many authors . 11 Among the many, several statements crystallize key issues 
and conclusions: 

• Without quality in education, the nation loses its strength. Without equity in 
education, democracy ceases to function. . . . True educational excellence ... is 
not possible without true educational equity . 12 

• I came to realize that the issue of equity versus excellence is really more a matter 
of how we define excellence . . . [and] it appears that the quest for excellence 
has been given much higher priority than the issue of equal access . 13 
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• The roots of inequality remain deeply embedded in the structure of a higher 
education system that is scientifically mature and socially immature . 14 

Regardless of the definition of diversity by which we would measure the success of 
our campus (by ethnicity, gender, age, environmental attitude, sexual preference, 
or whether they are differently abled, nontraditional, or any other descriptor that 
might carry with it a particular value orientation, though such correlation always 
runs the risk of stereotyping), we must realize that the process of initiating and 
implementing new programs reflective of authentic pedagogical pluralism will 
engage us in a process of many beginnings with only momentary closure. 

As each of us enters any campus learning community, we bring with us our 
idiosyncrasies as learners with our individual learning abilities or (if you will) 
learning disabilities, consequences of nature (heredity) or nurturance (early home 
or learning environments) — each of which will condition or influence the nature 
of our participation and success (or failure) in the learning community. All one 
needs to do is to read either Howard Gardner (Multiple Intelligences) or Daniel 
Goleman ( Emotional Intelligence) to realize the viability and validity of this state' 
ment — and the dramatic changes it should call for in most of our pedagogical 
approaches, regardless of the current nature of the learning community. This chah 
lenge is what we would encompass under the term “pedagogical pluralism” — and 
why we would insist that any conversation about “diversity” or “cultural plurah 
ism” on a campus must incorporate these new understandings in the psychology 
and philosophy of education if, in fact, we intend to establish diverse learning 
communities that are engaging, exciting, and truly educational. The successes in 
these “value-added” learning communities are measurable, though not always quan- 
tifiable in simplistic numerical terms, and should be incorporated into the mis- 
sion statements of our respective campus communities. 

In Achieving Quality and Diversity: Universities in a Multicultural Society , 
Richard Richardson Jr. and Elizabeth Skinner provide in-depth descriptions of 
integrative campus climates at ten institutions. Obviously, no perfect campus 
strategy or scenario exists, but some have succeeded more than most at expanding 
access while enhancing achievement. Richardson and Skinner placed their study 
in the context of one rather perplexing paradox of contemporary American higher 
education: “Quite clearly, colleges and universities have served in the last quarter 
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century both as promoters of upward mobility and as defenders of prevailing social 
privilege .” 15 However, their statistics, success stories, and three stages of campus 
maturation — reactive, strategic, adaptive — assist all of us who acknowledge that 
significant success, the sustained synergy of access and achievement, requires 
“fundamental changes in institutional practices and priorities .” 16 According to 
Ernest Boyer, to initiate and implement the requisite changes in our teaching and 
research epistemology, in the ethic of our policies and programs, will demand, “a 
moment for boldness in higher education .” 17 

In one of the bolder educational treatises of late, Teaching to Transgress: 
Education as the Practice of Freedom, Bell Hooks provides an engaging and enlight- 
ening contemporary testimonial on the connection between pedagogy, politics, 
and pluralism, stressing emphatically the role of community building as a liberate 
ing art. Ms. Hooks notes that “as a teacher in the classroom,” she has “witnessed 
the power of a transformative pedagogy rooted in a respect for multiculturalism .” 18 
She says we must “enter the classroom with the assumption that we must build 
‘community’ in order to create a climate of openness and intellectual rigor .” 19 
New materials alone will not produce a multicultural classroom, Hooks warns 
feminists and ethnic educators, as well as the still prevalent traditionalists. As 
changing demographics dictate a diversity of learning styles in nearly all colle- 
giate classrooms, many of us, according to Hooks, being “poorly prepared . . . [to] 
actually confront diversity . . . will stubbornly cling to old patterns ” 20 of authori- 
tarian pedagogy. If we listen, we will enable all our students “to recognize the 
value of each individual voice,” then we will link, says Hooks, our “ways of know- 
ing with habits of being ,” 21 and we will experience community building as an 
ethical framework for our new epistemology. 

As I wrote several years ago — and still believe passionately: 

Faculty, students, staff, and administrators need to bring mind and heart, 
intellect and intuition, precision and passion, energies calculative and 
creative, to our daily classroom encounters, campus conversations, and 
community activities. Recognizing that the circle of learning never 
closes and that the community of learners is never fully realized, we 
must live to love to leam together . 22 
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Questions from the front . . . 



Q. How can you promote diversity on a large campus (20K plus) with a small 
African American population as well as small minority ethnic groups where 
the majority faculty doesn't see the need for diversity? 

A. 1 would suggest that the best approach to a faculty which “doesn’t see the 
need for diversity” in this day and age might range from bringing in speakers 
from the outside who reflect in their experience the truly multicultural and 
diverse nature of contemporary society, to sending members of the faculty 
leadership to the many meetings and workshops sponsored nationwide by all 
of the higher education associations with the mandate that these faculty will 
return to campus and share their thoughts with their colleagues. Moreover, 
one can most appropriately refer to the conversation in this essay about the 
relationship between pedagogy and pluralism with reference to the extant 
evidence about learning styles and learning environments most appropriate 
for individual and collective maturation. 



Q. Who is the “minority" student? 

A. For a variety of reasons, we should move beyond the old descriptor “minor- 
ity.” First of all, there are those of us who live in regions (for example, the 
Southwest) where the demographics have changed so dramatically, both on 
campus and in the surrounding communities, that students of color may well 
be (at least in number) the majority student. Again, I would suggest that 
using the pedagogical rationale for addressing diverse learning styles will tran- 
scend the now dated approach to the definition of a “minority” student. At 
some moment, each of us becomes a minority of one hoping that someone 
will acknowledge and respond to our individual potential and personal leanv 
ing style — and that in so responding, they will strengthen the fabric of the 
community in which we would learn, live, work, and play. 



Q. Are disabled students considered a minority? They face the same discrimi- 
nations and educational challenges, yet when we speak of diversity and 
multiculturalism, that population of students is almost never addressed. 
Please comment. 
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A. I would note that both the substance and tone of this question ring true to my 
own experience. That is, having participated in numerous workshops and 
conferences on “diversity” issues, it seems too often that issues pertaining to 
“disabled students” (or, as one might better say it, differently abled students), 
are addressed as an afterthought or as parenthetical to what are seen as the 
fundamental issues of racism, sexism, and gender preference. Such should not 
be the case. Though our campus was no further ahead on this curve than 
most a decade ago, we have made measurable progress in addressing Ameri- 
cans with Disabilities Act (ADA) requirements and, in general, in making 
our campus more accommodating and manageable for students with different 
disabilities. In fact, during the past several years, some of those students in 
wheel chairs, or blind, or with a hearing disability have emerged as outstand- 
ing students and student leaders as measured by any standards. Significant 
federal monies have been made available in most states — and if an institu- 
tion has taken the initiative to put a well-articulated plan in place, those 
monies have been quickly and readily available. On our campus, leadership 
in that role has been exercised by our vice president for business and finance, 
an individual who experienced polio at the age of eighteen, leaving him 
paraplegic, but motivating him to be a hyper-achiever in the academic arena. 
His commitment has allowed our campus to take the lead in transforming 
ourselves into a hospitable environment for students with all kinds of “dis- 
abilities” (or, preferably, differently focused abilities). 

Q. As a white male professor, is there a danger that I may “overstep” my 
bounds in encouraging minority development and fellowship/scholarship 
applications? 

A. Quite simply, no. Go for it. We need leadership from “white male professors” 
in this arena, leadership based on understanding and empathy, not on guilt 
and sympathy. If there is any risk on your campus, take it. Helping your cam- 
pus transform itself into a truly “diverse” learning environment can prove to 
be the most meaningful dimension of ones academic career. 
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Q. In communication, values as well as language are important. Are there 
resources that could help college personnel deepen their understanding 
and appreciation of different values? 

A. Absolutely. First, see Pamela Arrington’s review in this book of the literature 
on diversity and multiculturalism. Moreover, numerous workshops and con- 
ferences are available to any faculty or staff person with an interest in broad- 
ening one’s perspective on values and language. If your budget has strict 
limitations, as is too often the case (especially with public institutions these 
days), much can be accessed through the publications listed in this book. In 
addition, as a former professor of literature, I would hasten to add that an 
extraordinary education can be had with reference to values and language 
just through exposure to appropriate fiction. For example, I would hope that 
anyone teaching in the southwestern United States would be familiar with 
the novels and essays of Rudolfo Anaya, Leslie Silko, or Simon Ortiz, to name 
just three of the many writers one could cite as having either Native Ameri- 
can or Hispanic roots. 

Q. As a minority who attended a predominantly white institution, I believe it 
is imperative that there be mandatory sensitivity training for faculty and 
students on an ongoing basis. I agree that it is very important to have 
diverse student populations at colleges and universities, but I would urge 
faculty members to refrain from soliciting one student’s viewpoint as rep- 
resentative of his entire race! 

A. Yes, in the context of a classroom conversation, “one student’s viewpoint” 
should reflect only the position and perspective of that student, should be 
solicited only in that context, and should be discussed only in that way. With 
reference to the first concern in this statement — “Mandatory sensitivity train- 
ing for faculty and students,”: As an individual whose personal pedagogy and 
educational philosophy for more than 30 years has had a problem linking 
“mandatory” with “educational,” I am continually challenged by how we best 
get beyond working with the converted (or preaching to the choir) and find 
ways to broaden the perspective of faculty members or students who seem 
locked in time by their biases or prejudices. All one can do is discuss ap- 
proaches taken at other campuses (for example, we have been engaged now 
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for two years, with limited success, with a voluntary project focused on fac- 
ulty and classroom relationships) and see how other programs might be adapted 
(either as voluntary or mandatory) to fit the spirit and soul, the “culture,” of 
your respective campus. 

Q. How do you get people involved who do not want to be involved but who 
“need” to be involved if there is truly going to be a change in “institu- 
tional” thinking? 

A. See my response to the preceding question — and especially my pointed 
ambiguity about mandating programs in diversity training. Somehow, with 
continuing commitment and struggle, we need to change the culture of our 
institutions to reflect a commitment to pedagogical pluralism. If we can get 
our faculty and staff to acknowledge the^documentable fact that we all learn 
and grow in different ways, then I believe we can get all of our campus players 
to understand the need for their own continual growth and development 
with reference to their own skills in pedagogy and interpersonal 
communication. 

Q. Understanding differences is going to require honest debate: How do we 
balance the cathartic nature of debate with political correctness? 

A. First, as I discuss in the preceding essay (and have expanded on in an essay 
published earlier this year — see “The Liberal Art of Community Building: 
From Aristotle to Anaya, Socrates to Silko”), I believe that campuses have 
always been “politically correct”; the politics have simply changed. More 
important, using Ernest Boyer’s terminology, I do believe that the “sacred 
trust” of our campuses is to promote civil discourse and communities of learn- 
ers. Honesty sometimes hurts, and if we expect our students (or our faculty 
and staff) to deal with their prejudices and biases, there will be some hurt, 
some pain, consequential of the hoped-for honesty. What we need to have in 
place to allow that discourse to remain civil and communicative is a campus 
community predicated upon trust and civility, the nurturance of which re- 
quires a never-ending commitment from all involved. 
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Anyone who has accepted seriously the challenge of building a truly di- 
verse learning community on his or her campus must become familiar with many 
of the items in the bibliography attached to this chapter. Too often, we in academia 
spend extraordinary time and energy reinventing wheels and then spinning them 
endlessly. So many good models exist already (whether one is talking about re- 
cruitment, bridge programs, learning communities, retention, or pedagogical strat- 
egies which benefit students of all color and nature, faculty and staff development, 
and anything else pertaining to our concern with “diversity” and “cultural plural- 
ism” on campus) that we need to take the time to read about what already has 
been attempted, studied, measured, and proven successful in certain campus envi- 
ronments. Beginning with Astin, Boyer, Chickering, and Cross, and moving to 
Tinto and others, one can find all of the ideas, inspiration, guidelines, and pro- 
grammatic formats one needs. We must know the options and then use creative 
imagination to accommodate and adapt ideas to fit a particular campus culture, 
make the commitment, take the risk, and move forward. 
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Introduction 



The major test of a modern American university 

IS HOW WISELY AND HOW QUICKLY IT ADJUSTS 
TO IMPORTANT NEW POSSIBILITIES. 

— Clark Kerr 



Alice: Would you please tell me which way 

I OUGHT TO GO FROM HERE? 

Cheshire Cat: That depends on where 

YOU WANT to GET TO. 

— Lewis Carroll 

The role of the public university president has never been more important 
than it is in today’s higher education environment of budget constraints, increased 
public scrutiny, legislative intrusion, student demands, and competition from pri- 
vate universities and the newly emerging non traditional purveyors of higher edu- 
cation. With the reality of decreased budgetary support from the state, an increasing 
interest from legislators and citizens in general regarding the productivity and 
efficiency of public institutions, and a gnawing realization that the current ways 
of operating universities will not be able to meet the needs of the “tidal wave” of 
college-age students expected to hit the campuses by the turn of the century, uni- 
versities are being forced to rethink how students will be recruited, advised, in- 
structed, and graduated. 

It is already the case that the number of traditional-age students is increas- 
ing at many public universities. This is certainly the case for Sonoma State Uni- 
versity, where both the absolute number and the percentage of freshmen have 
been growing each year. With significant increases in tuition and fees at public 
universities (including Sonoma), students and taxpayers alike are asking hard ques- 
tions about the outcome of their investment in public higher education. 




\ improving Student Retentio 




Recent articles in the media have focused on the need for students to gradu- 
ate in a timely fashion, as the tax dollars that subsidize their education are being 
viewed as a limited resource — especially given the number of students looking to 
higher education as the way to a secure future given the perception that the bac- 
calaureate is a necessity for success in the job market and the community. Some of 
these articles propose that students with excessive units — more units earned than 
necessary for a baccalaureate — be denied the public subsidy and pay the full cost 
of their courses. 

While any one of these environmental factors might be expected to oc- 
cupy considerable time and energy, the college or university president is the indi- 
vidual to whom the faculty, state system, legislature (or governor), students, and 
community look to provide leadership. Often, due to the critical nature of par- 
ticular situations, the problems facing university presidents do not allow the type 
of consultation which most campuses have come to expect. For example, many of 
the problems on campuses involving budget or other resource allocation situa- 
tions require a prompt response, and the president often is placed in the unenvi- 
able position of having to make tough decisions that are then promptly criticized. 

Other problems may appear at first glance not to share the immediacy of a 
budget crisis, but they ultimately may lead to budget problems if allowed to con- 
tinue unresolved. One such problem facing most public university presidents is 
the retention and graduation of students. While many believe that the issue of 
retaining students is a campus-wide or system-wide problem, student attrition is 
not even on the radar of many campus community members. Yet according to 
Vincent Tinto, “More students leave their college or university prior to degree 
completion than stay. . . . The consequences of this massive and continuing exo- 
dus from higher education are not trivial, either for the individuals who leave or 
for their institutions.” 

With the economic stakes for college students so high, their success in 
college is certainly an important individual goal. The gap in annual wages be- 
tween those with a college degree and those with a high school diploma increases 
each year. College graduates earn nearly twice what high school graduates do, and 
their unemployment rate is significantly lower (3.5 percent) than that (8 per- 
cent) of high school grads. Moreover, while a college degree is not the only road 
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successful and meaningful life, it certainly is true that a college degree can open 
occupational or professional doors that are closed to those without a degree. 

In round numbers, a college diploma earns an annual return — after 
accounting for inflation — of 13 to 14 percent on its costs. That beats 
the long-run returns on stocks. It swamps the returns on bonds. It ex- 
plains why your daughter or son wouldn’t be better off if she or he 
invested the money and went to work immediately after high school. 

Kevin Murphy, an economics professor at the University of Chicago, 
found that in 1980 a college worker earned about 43 percent more an 
hour than a worker with only a high school diploma. By 1994 that 
earnings advantage had ballooned to 73 percent. “The premium at- 
tached to a college degree may be as high as 75 to 80 percent now,” says 
Murphy. . . . 

Even at the most primitive level — employment — people who hold a 
college degree are better off. Rates of unemployment are three times 
higher for 25- to 29-year-olds with only a high school diploma than for 
those with a college education. 

— Forbes , November 18, 1995 



Monthly Earnings by Level of Education, 1990 



Four- Year College Degree $2,100 

Community College Degree $1,700 

High School Diploma $1,100 

Non-High School Diploma $500 



Source: Southern Regional Education Board 



For admissions offices at universities, retention problems present challenges. 
In addition to recruiting each new entering class, admissions offices need to re- 
place students who leave. Also, because most public universities rely on some 
form of headcount or full-time equivalency as the basis of their state allocations, 
high levels of student attrition can have a direct impact on a campus’s base bud- 
get. With the average graduation rates of public universities barely exceeding 50 
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percent, the various legislatures and their constituencies are more than a little 
interested in how efficiently scarce state dollars are being used. Not many busi- 
nesses would succeed if only half their “products” successfully completed their 
process and made it to market. 

However, student attrition historically has been not only tolerated but 
openly accepted as a necessary consequence of maintaining quality. To be sure, 
students leave for many reasons, only some of which can be influenced by the 
university. Such variables as size of student body (campus is too large/small), dis- 
tance from home (campus is too far/close), severe familial financial crises (loss of 
jobs), social pressures (loneliness, love relationships), family member or student 
health problems (including abuse of alcohol and drugs) are just some examples of 
factors over which campuses have no control. Students leaving for the above 
reasons ultimately may complete their degrees, though they may not return to the 
same institution to do so. 

However, there are several dimensions of the student experience over which 
an institution does have control, and collectively, these contribute to students’ 
overall satisfaction with their college experience and their retention and gradua- 
tion rates. Examples include students’ identification with the college — its envi- 
ronment, culture, and sense of community; students’ feeling connected to a larger 
community on the campus; a challenging and stimulating academic and intellec- 
tual environment; students’ belief that the campus is supportive of their academic 
progress and needs; and the experience of connecting with at least one faculty or 
professional employee who pays attention to their development. Many other ex- 
amples could be given, but our point is to highlight some of the less tangible 
student experiences in the higher education enterprise — experiences which often 
are overlooked. 

Each fall term, campuses across the country welcome new students, help 
them move into residence halls, direct them to the bookstore, and arm them with 
campus maps so they can find the buildings in which their classes meet. How 
receptive an individual campus is to new students determines the very important 
and lasting impressions the students form. 
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Culture Shock 



Dorothy’s statement in The Wizard of Oz that “We’re not in Kansas any- 
more” highlights students’ initial experiences on campus. For many it can only be 
described as culture shock. 

Most of us have experienced some amount of culture shock at some point 
in our lives. Anyone who has moved to a new country, state, city, or employer has 
had to deal with the necessary adjustment to the new “culture” — its mores, val- 
ues, traditions, language, foods, services, to name just a few aspects thereof. If we 
succeeded in the transition, then we continued and, hopefully, prospered in that 
environment; in higher education, that is the idea of retention. Failure to inte- 
grate into the culture usually results in one leaving that culture — “attrition” in 
higher education terms. 

Boyer, in his study of American higher education in 1987, concluded that 
“new students have little sense of being inducted into a community whose struc- 
ture, privileges, and responsibilities have been evolving for almost a millennium.” 
Students who leave the culture of their homes and high schools or community 
colleges and adjust to the culture of the university undergo culture shock. 

Each campus must ask: What is the role of faculty and staff in helping new 
students assimilate into the campus culture? 

Each fall semester, Sonoma State University welcomes approximately 850 
first-time freshmen with their varied cultures. (The strategies discussed here focus 
on freshmen, but we are concerned with the retention of all students. Until gradu- 
ation, all students are considered “at risk.”) All of these freshmen have left their 
cultures of high school and family and community, along with their structures and 
mores. Assimilation is neither easy nor automatic; for many, the experience of 
being away from home for the first time is both exciting and overwhelming. Yet 
the assimilation process has a significant impact on the entire SSU community. 
New students do not appear to speak our language, they often do not share the 
same interests as the faculty, and at times, they do not appear to take their studies 
seriously. 

Assimilation into a culture is not a trivial feat, but it is largely invisible. 
This is because the ability to cope with change is largely an individual process 
that different people work out in different ways. 
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To the extent that the experience of students entering the university can 
be understood, strategies to improve their retention, satisfaction, and graduation 
can be developed and implemented. Since the above discussion spoke to the ex- 
perience of the individual student as she enters the culture of the university, the 
campus response to all students’ experience is even more potent in terms of help- 
ing to enhance their retention. 

Retention programs abound on campuses and range from “freshman year 
experience” courses to selected advising programs for “at risk” students, as well as 
other variations. If these programs exist as interventions without direct connec- 
tion to the academic enterprise and are not valued by the campus in terms of their 
contribution to students’ development, then their effects on student retention 
will be limited. 

Conversely, if student retention, graduation, and satisfaction are made a 
key institutional priority — for example, the president expresses this priority al- 
most daily to all groups he meets, from prospective students and their parents to 
new faculty, donors, and public officials — and if programs are developed with the 
appropriate academic connections, coupled with recognition for those campus 
members participating in the programs, then retention and graduation can be 
positively influenced. That is, leadership from the top — especially from the cam- 
pus president — is essential for increasing student retention, satisfaction, and gradu- 
ation. Such leadership helps bring retention into the ethos, and ultimately, into 
the culture, of the campus. 

What follows is a recounting of events as they unfolded at Sonoma State 
University. At the faculty convocation in January 1993, President Armifiana chal- 
lenged the campus community by requesting that the provost initiate a number of 
studies of issues pertinent to shepherding Sonoma into the 21st century. The pro- 
vost organized the challenge by calling for participation and by appointing a series 
of task forces comprising of faculty members and staff. 

Principal among the issues for study was improving the retention, satisfac- 
tion, and graduation of Sonoma students. Retaining and graduating students was 
just as important as recruiting and enrolling them. 

A task force met during the fall 1993 semester and provided the provost 
with the following recommendations: 
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• Appoint a Retention and Graduation Steering Committee charged with 
designing retention/graduation programs for the university and improving 
retention programs and services for SSU students. 

• Support the enrollment management efforts of admissions and records and such 
new initiatives as the “Enrollment Confirmation Deposit” and the New Student 
Scholarship program ($1,000 scholarships to those admitted and confirmed 
freshmen with a 4.0 GPA). 

• Support the initiatives of institutional research (IR) in collecting information 
from the Astin Freshman Survey, focus groups, development of exit interview 
processes, and longitudinal studies which would provide comparative data for 
use by SSU. 

• Organize all of the student services in the university as a Retention Services 
Division or organize academically related services as a unit within Academic 
Affairs. That is, develop an integrated and comprehensive set of retention 
services, along with student life services, in order to make advising meaningful 
and productive for students. 

• Develop a “customer service” approach to working with students that is embraced 
by every staff and faculty member of the campus community so that student 
satisfaction is increased. Create a campus environment that supports students’ 
academic and social development through orientation, transitional issues, and 
out of classroom time. 



During the January 1994 faculty convocation, President Arminana acknowl- 
edged the response to his challenge and introduced the concept of the “Educa- 
tional Mentoring Team” (EMT). During a faculty retreat that spring, he described 
the EMT as a means by which students would have a “structured relationship with 
a stable and identifiable group of academic and student services professionals who 
know them personally and care for them.” 

The provost circulated a draft of his position paper, “Improving Retention, 
Graduation, and Student Satisfaction at Sonoma State University,” at a depart- 
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ment chairs breakfast on March 27, 1994. The paper had been written to inform 
the campus about retention at SSU and proposed the Educational Mentoring 
Team concept as a framework for beginning to address complex retention and 
graduation issues. Input was solicited during this meeting and at subsequent meet- 
ings throughout the campus. 

Subsequent to the beginning of the Educational Mentoring Team pro- 
gram, the university was engaged in several organizational changes which re- 
sulted in the formation of the Student Academic Services unit in the Academic 
Affairs Division. This return of student services essential to the academic pro- 
gram signalled recognition of the important role of such programs as residential 
life, financial aid, academic advising, career services, international student pro- 
grams, the educational opportunity program, the tutorial program, learning skills, 
and the orientation program in attracting, retaining, and graduating students. 
More important, all of the members of the EMT were not in the same division; 
thus, many of the problems that typically arise when faculty and staff from dif- 
ferent divisions are expected to work together were avoided. This new unit was 
led by the former associate dean of student affairs, who was given the new title of 
associate vice president (of academic affairs) for student academic services. 

The final step was formulation of a work plan to operationalize SSU’s 
Educational Mentoring Team Program. Calls for participation to both faculty 
and student affairs professionals yielded the first eight teams; these served as the 
pioneering Educational Mentoring Teams during fall 1994. A steering commit- 
tee was formed to further refine and organize the program. 



SSU Educational Mentoring Team Program Description 



The charge to the Educational Mentoring Team Program is to contribute 
to the retention of students at Sonoma State University through the coordina- 
tion, facilitation, and delivery of essential services to matriculating students from 
the point of entry into the university through graduation. 

Each EMT consists of one student affairs professional, one faculty mem- 
ber, and a peer mentor who works in partnership to provide retention services to 
a cohort of freshman students. During the first year of the program (1994-95), 
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the cohort included 80 students (only 12 EMTs were in place). Each of the past 
two years has had cohorts of approximately 40 students for each EMT. In 1997- 
98, the cohort will be further reduced to 25, and each will be linked to a section of 
a freshman GE class. 

Each entering freshman is assigned to an EMT during summer orientation, 
which is attended by approximately 90 percent of all incoming freshmen. EMT 
members provide all of the freshman advising during the orientation programs. 
The freshmen are also encouraged to enroll in a section of a two^unit freshman 
seminar (University 102) taught by the faculty and staff of each EMT; by so doing, 
students benefit from continued contact with their EMT throughout their first 
semester at the university. 

The seminar covers such topics as: 

• the meaning, value, and expectations of a college education; 

• making the transition to college from high school; 

• problem solving and decision making; 

• selecting a college major and a future career; 

• goal setting and motivation; 

• navigating the university curriculum — how to graduate in four years; 

• learning how to learn — study skills and success in college; 

• managing time and stress; and 

• interpersonal relations and related student life-style responsibilities regarding 
wellness, alcohol and drug use, sexual harassment, and many other topics. 

Over the three years of the EMT program, some 80 percent of entering 
freshmen have initially enrolled in the course; census registration indicates that 
approximately 70 percent have actually enrolled. 

When the freshman-assured computer access program was implemented in 
1995, the freshman seminar proved an invaluable source for orienting students to 
the many networked information resources available on campus. 

Each EMT consults with other campus team members to solve problems 
and to help students obtain technical assistance as appropriate. Such team mem' 
bers include the appropriate admissions and records staff, financial aid representa- 
tive, residence life staff, Educational Opportunity Program (EOP) staff, and so on. 
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The EMT maintains contact with students through formal (instruction, 
mid-semester evaluation) and informal (social) activities. The EMT also makes 
referrals to such student services as counseling, the Women’s Resource Center, 
reentry, and international student programs, as appropriate, for help with particu- 
lar needs or interests. This advising relationship continues beyond the freshman 
year until the students are “handed off’ to their major departments for academic 
advisement. The EMT members remain accessible to assigned students for ongo- 
ing advising and assistance through graduation from SSU. This ensures that each 
SSU student has at least two faculty/staff members to help guide him through his 
academic career at SSU and to help enhance his satisfaction with his experience 
at the university. 

Students frequently return to their EMT during their sophomore and jun- 
ior years to check in with advisors and follow up on concerns they may have 
regarding their academic progress (or other issues they may encounter while at- 
tending the university). Although the number of students participating beyond 
their freshman year is not overwhelming, a steady stream of students does main- 
tain contact with the various EMT members, particularly during the advising time 
of the semester. 

EMT Outcomes 



The outcomes to date, as reported by the Institutional Research Office, 
reveal that since the first year of EMT, the percentage of freshmen returning from 
fall to spring has increased steadily from 87 percent to 93 percent, and the per- 
centage of freshmen returning as sophomores has increased as well. 

The freshman class continues to carry the highest average unit load each 
term, and this is a direct reflection of the advising they are receiving through 
summer orientation and their first term. 

With a mid-semester evaluation taking place each term, first-time fresh- 
men are beginning to access learning assistance programs more frequently; there 
is even an indication that fewer freshmen are finding themselves on academic 
probation. In fact, grade point averages are improving. 

While the Educational Mentoring Teams are not the sole source of im- 
provements in retention, they have helped foster a campuswide commitment to 
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improving retention and graduation rates. For this reason, Sonoma State Univer- 
sity is one of eight campuses nationwide participating in the AASCU/Sallie Mae 
Retention survey that has reported steady improvement in six-year graduation 
rates over the four years of the survey’s administration. 

The Role of the President 

The single most important leverage point within the university to bring 
about change is commitment from the leadership. The Sonoma campus has three 
goals: increased retention, graduation, and student satisfaction. These are the goals 
of the president, and they are articulated often and in a variety of public and 
private venues. 

Reinforcing this commitment by way of recognition and reward is para- 
mount to the campus’s sustained support for the changes. Promotion decisions 
and performance -based salary increases which include consideration of participa- 
tion in the Educational Mentoring Team program reinforce the importance of 
retention-related work on the campus. 

Another point of leverage is using feedback from EMT faculty and staff to 
help direct policy changes. Thus, when faculty governance recommended signifi- 
cant changes in the advising policy, information and suggestions provided by EMT 
members were incorporated. 

Organizational changes also serve as a point of leverage. The student affairs 
division was reorganized into two units: Student Academic Services was created 
to provide the necessary organizational support for retention services through such 
programs as academic advising, career services, tutoring, the Educational Oppor- 
tunity Program, financial aid, residential life, the international students program, 
orientation, the summer bridge program, and Educational Mentoring Teams. Be- 
cause this unit reports through the provost and exists on the academic side of the 
university, the importance of retention is reinforced directly. 

Articulation of retention as a goal by the president, organizational changes, 
reward systems, and policy changes all contribute to recognition by the campus 
that retention is the responsibility of all members of the community, not just one 
office or division. 
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Advantages and Disadvantages 
of Systemic Change 



As with any change, especially when influenced by the president, there 

are advantages and disadvantages as the campus culture adjusts to the changes. 

Following are some examples drawn from Sonoma State’s experience: 

Advantages 

• Systemic change affects all members of the community — students, staff, faculty, 
and associated external members. 

• The goal of retention as a shared goal contributes to an evolving ethos of concern 
for students’ success. This results in improved customer service from all parts of 
the campus community. 

• Results are more dramatic because significant activity and attention are directed 
toward systemic change. Thus, the more intangible rewards are celebrated by 
those involved, and reluctant campus members begin to get involved. 

• Changes in position responsibilities (such as those of student services 
professionals) result in more focused activities with students and reinforce the 
outcomes of the work being accomplished. 

• New skills acquired by faculty are shared in departments (e.g., general education 
advising), and a synergy is created within the advising roles of faculty. 

• Student learning is enhanced as it becomes the outcome of a campus engaged 
in student-centered retention efforts. 

• New ways of working with students and other staff on campus have resulted in 
a greater appreciation of the roles and contributions each member brings to the 
campus enterprise. 
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• When successful and viewed as contributing to the greater good of the campus, 
other systemic changes are more easily accomplished. The computer access 
requirement was endorsed much more quickly, and, given its tie to the EMT 
program and an enhanced educational experience for students, the program 
met with little resistance. 

Disadvantages 

• Systemic change can be very threatening to personnel not accustomed to or 
comfortable with change. 

• The visibility of systemic change makes the leadership more accountable for 
any missteps; often, such missteps are exaggerated, even as the positive aspects 
of the change are downplayed. 

• Systemic change often equates with cultural change; as such, it is much more 
difficult to accomplish because it involves reexamination of campus members’ 
long-held beliefs and assumptions about their roles and their expectations of 
students. 

• Systemic change often requires the identification of funding. This must be 
accomplished without negatively impacting ongoing programs. 

• Often, systemic change is held to a higher measure of accountability; declarations 
of success are hard-earned. 

Retention and Public Accountability 

Improving retention, graduation, and student satisfaction is good public 

policy. With California taxpayers providing the support for a subsidized (approxi- 
mately 78 percent) California State University education, maximizing efforts to 

help students succeed helps in the following ways: 

• Students receive the necessary advising and contact which aids their academic 
progress through difficult transitions and times of self-doubt. 
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• Students graduate earlier and at higher rates and become taxpayers themselves, 
thus helping to contribute to the very system which enabled their college 
education to become a reality. 

• With improved retention and graduation, public universities become more 
efficient, and that efficiency focuses attention on their assets and contributions 
to society rather than on their perceived high costs. 

• With the increasing cost of student attendance at public universities, public 
scrutiny of the value gained is increasing. Improving retention encourages the 
public to support the educational enterprise because it underscores the belief 
that the institution is contributing to an improved quality of life for the populace. 



Conclusion 

Through an articulated vision which was operationalized with appropriate 
organizational changes, recognition of the importance of the work of those in- 
volved, and continued incorporation of retention practices into the campus cul- 
ture, the role of the president has been paramount in Sonoma State University’s 
success in enhancing student retention, satisfaction, and graduation rates. 
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Higher education has become a sizable enterprise, whether measured in the num- 
ber of institutions, the number of students, or the number of dollars spent on 
operations. However, the importance of higher education cannot be measured 
only by the number of students enrolled and money spent but must also be mea- 
sured by the extent to which colleges and universities strengthen and enrich indb 
viduals and communities. A college education benefits both the individual and 
the public at large. To a remarkable degree, attending college has become an ex- 
pectation of most high school graduates and their families. An equal presumption 
is that the student will persist until the desired academic goal has been attained, 
whether that goal is a degree or completion of a specific program of study. 

The investment made in higher education reflects the level of confidence 
citizens have in its value to society. It is not surprising, therefore, that one of the 
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most frequently used criteria to judge the performance of a college is its gradua 
tion rate. 



Why Does Retention of Students Matter? 

Education at the college level has become an essential element of a tech- 
nologically advanced, knowledge-intensive society. Students who do not persist 
until graduation often cannot access the professional work environment. Given 
this, why are some students not able to persist? 

Students’ persistence toward educational goals and degree completion ob- 
jectives is affected by many factors. Students who work while attending college 
often take fewer credits per semester. This slows their time to graduation. Some 
students “stop out” or “drop out” for financial or personal reasons. Yet other stu- 
dents need remedial courses to bridge the gap between high school courses and 
college subjects. Still other students have language barriers to overcome. In addi- 
tion, students with educationally or economically disadvantaged backgrounds of- 
ten need a longer period of study in college than students who demonstrate strong 
academic preparation. In some instances, the length of time to degree represents a 
delayed gratification which results in a student deciding to drop out of school. 
Although a four-year baccalaureate degree was once typical, time to complete a 
degree has lengthened over the past two decades. Five or six years is now the more 
typical time required to complete a BA or BS degree, even at colleges with good 
student retention records. 



A Comprehensive Approach to Student Retention 

Institutions that employ or embark upon a piecemeal approach to strength- 
ening their student retention and graduation rates rarely experience long-term 
success for their efforts. 

Sound student retention programs, like successful student recruitment pro- 
grams, result from a comprehensive, all-college effort that is mission sensitive and 
attuned appropriately to student life both inside and outside the classroom. 



\ A Comprehensive Approach to Enhancing Student Retention and Graduation 



Richard Stockton College of New Jersey’s comprehensive approach to en- 
hancing student retention and graduation rates has yielded measurable results. A 
number of the underlying programs, policies, and philosophies that have effec- 
tively supported the college’s comprehensive retention effort are described in this 
chapter. 



The Role of the Institutional Mission 
in Student Retention 

A clear, focused mission is a key to good student retention and a strong 
graduation rate. The mission sets the tone for the college’s priorities and provides 
guidance and distinction to student goal attainment. Stockton has a clearly stated 
mission to be a premier liberal arts and sciences college for the citizens of New 
Jersey. As a fairly young institution (25 years), Stockton’s energies are unfettered 
by practices imposed by its own history. Indeed, it is the college’s tradition of 
innovation that lies at the core of its vitality. Creative programs that enhance 
student retention are part of the fabric of the college. 

Stockton’s energy and vitality are tapped continuously as the college ad' 
justs to a variety of external changes. What remains constant, however, is the 
college’s strong student'Oriented philosophy. 

In general, the students attracted to Stockton come well prepared for cob 
lege with an average total SAT score of 1131. They reflect the social, ethnic, and 
economic diversity of the state of New Jersey; 15 percent of the student body are 
minority students. To ensure that all students acquire the optimum benefits of a 
Stockton education, the college seeks to address students’ diverse needs and inter- 
ests while at the same time working to bring all students within a collective, har- 
monious community. At Stockton, the creation of a sense of college community 
and belonging to that community is viewed both as an essential part of a compre- 
hensive retention strategy and as an essential support for the delivery of a high- 
quality liberal arts education. 

Planning efforts, in keeping with the college mission, aim at creating a 
learning environment for students that encourages their active involvement. 
Moreover, the college’s mission places the responsibility for participating actively 
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in planning and managing personal development and growth both within and 
outside the classroom with the student. The college mission expects student ini- 
tiative, supports student development, and values student involvement in 
Stockton’s ongoing development. 



The Role of Organizational Structure 
in Student Retention 



On an institutional organization basis, the relationship between academic 
affairs and student services is one of the most important links to effective student 
retention. A good relationship between these areas fortifies the connection between 
the curriculum and extracurricular learning experiences. Academic affairs 
emphasizes the principal importance of the college’s academic mission while 
supporting the student services emphasis on accomplishment of the institution’s 
educational purpose through out-of-classroom learning experiences; the reverse is 
also true. Working together, they support an optimum learning environment for 
students. 

At Stockton, academic affairs and student services work closely on a broad 
array of programs that enhance retention by helping students attain their goal 
within the institution’s mission. 

The infrastructures of academic affairs and student services have become 
similar over time. Each area has its own vice president with a concomitant set of 
deans (five for academic affairs and three for student services). The vice presi- 
dents, deans, and other staff members meet together frequently and cooperate 
across divisional lines on a significant number of student-oriented programs. 

Two examples of joint efforts are the Summer Orientation Program and the 
funding of certain staff. 

Summer Orientation Program 

Approximately 700 freshmen and 500 transfer students participate in a sum- 
mer orientation program designed to prepare them for actual course registration 
and to familiarize them with the college. Orientation includes seminars and pro- 
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grams designed to help entering students make a smooth transition to college life. 
Students meet with faculty advisors, student leaders, and college staff. A variety 
of student development workshops and sessions are available during the summer 
program as well as during the one-week orientation program prior to the com- 
mencement of fall and spring term classes. 

The planning and implementation of all of the activities of this program 
are co-chaired by members from academic affairs and student services. Student 
leaders who work with the freshmen and transfer students use a “peer-to-peer” 
method. Student services staff meet with parents, and faculty interact with pan 
ents and students. 

Prior to the actual orientation sessions, the student leaders, college staff, 
and faculty who will conduct the program undergo an intensive one-week train- 
ing session. Because staff, students, apd faculty are trained together, a level of 
comfort is established that is subsequently reflected to the incoming students. It 
continues the student-oriented theme, that the college’s staff and faculty are ac- 
cessible and visible and that student leaders have high stature and are valued. 

Partnership among Student Senate, Student Services, and Academic Affairs 
to Jointly Fund Certain Staff Positions 

There is a partnership among the student senate, student services, and aca- 
demic affairs to jointly fund several key staff positions. Currently, four full-time 
staff positions are funded in this manner: evening and weekend program coordi- 
nator, administrative coordinator for student development, coordinator of 
intramurals and recreation, and coordinator for career services. 

These are not the only staff positions in these areas, but having these four 
positions enables the college to use institutional funds to expand the number of 
faculty. 

The student senate, student services, and academic affairs cooperate on the 
recruitment, hiring, and maintenance of the positions. It is truly unusual to have 
a student senate use student fees for the educational purpose of providing staff. 
More often, such fees are used primarily to provide extracurricular activities. This 
joint partnership, however, works very well. 
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The Role of Curricular Reforms in Retention Strategies 



Academic interaction with faculty, opportunities for curricular choices, small 
class size, and interaction with other students in the classroom were some of the 
goals associated with our retention strategies. Examples of the programs used are: 

Mentor Scholar Program 

The Mentor-Scholar Program is a special opportunity that is offered each 
year to freshmen identified on the basis of particularly strong academic ability. 
Students enrolled in this program have the opportunity during their first year at 
Stockton to develop a one-on-one relationship with a faculty member that can 
last through the college years and to work on an independent study project of 
mutual interest. 

Freshman Seminar Program 

The freshman seminar program is designed to help students experience an 
appropriate or “first taste of’ introduction to academic life. 

Stockton has created freshman seminars that provide students with an early, 
authentic seminar experience in which they encounter the essential processes of 
academic discourse in the context of a full-credit academic course. 

In the seminar, students develop and demonstrate the communication 
skills of speaking, listening, writing, and reading in a class small enough to allow 
the full expression of these capabilities. In addition to communication skills, stu- 
dents develop capacities for critical thinking, including reasoning and apprecia- 
tion, and for teamwork on academic projects. Individual attention from the 
instructor is readily available. 

All students entering Stockton as freshmen are required to enroll in a 
freshman seminar during their first term. Students may choose their freshman 
seminars from a range of courses in the various general studies categories. In many 
cases, students have their freshman seminar instructor as their preceptor (see be- 
low), which further strengthens this important bond. 
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The Preceptorial System 

Stockton’s educational philosophy is based on the concept that students 
should be challenged, motivated, and assisted through extensive faculty-student 
contact. This approach, combined with broad interdisciplinary flexibility, permits 
students to choose ways to pursue their goals. 

In Stockton’s preceptorial system, a matriculated student works closely 
and continuously with a faculty or staff preceptor to set educational goals, assess 
progress toward goals, and make adjustments as necessary. Students learn to build 
and implement programs of study which relate to what they wish to accomplish 
while meeting the overall goals of a liberal arts education. 

A preceptor and preceptee work together to plan courses of study, ex- 
plore career alternatives, and develop broad capacities for individual flexibility. 
The nature of the particular preceptor-student relationship is, by definition, vari- 
able, dependent always upon the differing personalities, abilities, and needs of 
those involved. 

The Writing Program 

The college offers a wide variety of writing courses to help students develop 
the skills necessary for success in college and crucial to many areas of professional 
and personal life after college. Writing-intensive (Wl) courses focus primarily on 
the students’ own writing while exploring particular subject matter. Writing across 
the curriculum (W2) courses are designed primarily to explore subject matter while 
using the students’ writing as an important mode of learning and evaluation. 

Mathematics^ Across- the-Curriculum (MAC) 

Stockton’s Mathematics Across the Curriculum (MAC) program is designed 
to equip students with important quantitative skills that are useful throughout the 
academic disciplines. Throughout the undergraduate experience, a broad array of 
general studies and program courses provide rich encounters with mathematical 
ideas and their applications. With the MAC program, students are fortified with 
an additional knowledge base that opens new areas to them and assists them in 
understanding science and other math-related disciplines by ensuring that they 
will be able to master quantitative reasoning concepts. 
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An important feature of both the writing and MAC programs is that stu- 
dents build and use these skills in surprising contexts — e.g., writing in the sci- 
ences and math, in art, or in social work. 

The MAC program is a cutting-edge approach to mathematics which 
recently won a National Science Foundation award for Advanced Institutional 
Reform. It also has received several major grants totaling more than $250,000. 

Inclusion of Contributions of Minority/Ethnic Groups into the Curriculum 

Several committees have worked on the campus and statewide to assist in 
infusing information about the contributions of various groups — African Ameri- 
cans, Hispanics, Asians — into the curriculum in a variety of ways. 



The Role of Campus Community Life 
in Retention Strategies 

Facilities 

The college offers on-campus housing facilities that include garden-style 
apartments with private, exterior entrances and more traditional residence halls. 
Students, through the student senate, were actively involved in the design of the 
residential facilities. As a result, the facilities reflect some special options that are 
well liked by students — separate laundry facilities and small sleep areas with large 
lounge areas per room. 

A community life environment that encourages communication, network- 
ing, and faculty, staff, and student contact works well to encourage student in- 
volvement. Student involvement in turn enhances student retention. In support 
of this idea, the student centers at Stockton are small scale by design and feature 
high traffic, multiple small communities, and easy interaction within the commu- 
nity. These facilities are: 



• Townsend Residential Life Center (TRLC) 

The Townsend Residential Life Center is available to increase programming 
opportunities for residential living groups and to house functions provided by 
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the Office of Housing and Residence Life and the campus community. The 
TRLC contains a large multipurpose room with a kitchen, two smaller meeting 
rooms with kitchenettes, a microcomputer room, the Stock Market (convenience 
store), and an office which serves residence hall students during evenings and 
on weekends. 

The Lakeside Center 

The Lakeside Center is a student life building located near the student apartment 
complex. The Towne Hall multipurpose room looks out over the lake and is 
equipped with an indoor/outdoor stage and sound and lighting equipment. The 
Lakeside Convenience Store and Pizza Parlor enable students to pick up groceries, 
a snack, or a meal which can be eaten at the center or taken to the student’s 
apartment. Also included in the center is a meeting room, a computer lab with 
20 work stations, and the Housing and Residence Life Office, which services 
apartment residents. The Lakeside Center provides cocurricular activities 
including dances, concerts, movies, speakers, banquets, and social and 
educational events for students. 

College Center 

A 23,000 squareToot College Center is at the hub of the college. The lower 
level offers a variety of dining settings. The upper level includes a lounge, vending 
and reception areas, a conference room, office space for 53 student clubs and 
organizations, work areas for individual and group projects and student leaders, 
a radio station, the student newspaper, and a club/organization resource room 
with computers, a facsimile machine, typewriters, and a photocopier. 

At the edge of the campus near the residence halls is a center which has a 
cafeteria accommodating meahplan subscribers and seating 400. It also has 
information boards and seating and circulation areas. Located at the ground 
level is the Rathskeller, which serves snacks, soft drinks, beer, and wine. The 
upper level has two meeting rooms, the College Center offices, a spacious lounge, 
a television room, the Stockton student television office, and the yearbook office. 
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Special Programs 



Several key special programs have been helpful in the retention of students 
at the college. They include: 

The Declining Balance Card 

Students have an alternative purchasing option called the Declining Bal- 
ance. This program allows students to open an account with the cashier’s office 
and to use their ID card to make purchases at the college bookstore or any of the 
campus food service areas. There are two options: 

• Unrestricted. Money placed in this account can be used at any location on 



• Restricted with added value. Money placed in this account can only be spent 



and pizzeria. When a purchase is made using these funds, the student receives a 
discount. 

ULTRA — Undergraduate Learning Training and Awareness Program 

This student development program provides students with the opportunity 
to participate in cocurricular workshops that contribute to their academic growth 
and personal and interpersonal development. Students who participate in any 
ULTRA program earn credits on their cocurricular transcripts. 

Cocurricular Transcripts 

The cocurricular transcript is an innovative student life initiative that was 
developed to document out-of-class learning experiences. 

A cocurricular transcript is an official record of participation in any of the 
workshops included in the ULTRA program as well as participation in other Stock- 
ton-sponsored programs. As an official document, this transcript is used to comple- 
ment a resume and academic transcript when applying to graduate schools and 
prospective employers. 



campus. 



in certain areas — all food service operations, including the convenience stores 
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Strategies for Retention of Commuter Students 



A large proportion of commuter students do not live at home but reside in 
rental facilities near the college. Most of these students spend nearly as much time 
on campus as residential students. They study, eat, date, and participate in intra- 
mural and collegiate sports in addition to attending classes on campus. Retention 
efforts aimed at commuter students rest on including these students in the net- 
work and communication system of the college community. 

The following are examples of support services provided for commuter 
students: 

• Staff. The commuter coordinator works with commuter students’ organizations 
and provides information about campus services to commuter students. The 
coordinator also plans orientation programs for new and traditional- and 
nontraditional-age commuters and acts as a contact point for students interested 
in carpooling. 

• Commuter Organization. The commuter student organization represents the 
interests of commuter students on campus. The time and location of meetings 
are advertised on kiosks and gallery televisions. The organization meets to 
coordinate activities for commuting students, to discuss recommendations for 
policies and procedures affecting the population, and to bring issues before the 
student senate. 

• Carpooling. A carpool directory was developed and is updated regularly. 

• Commuter Life Guidebook. A Guide for Off-Campus Commuter Living, which 
offers helpful ideas for house hunting, lease preparation, moving, energy 
conservation, and security, is updated regularly. 

Committee for the Enhancement of Commuter Student Life 

The Committee for the Enhancement of Commuter Student Life provides 
the following programs and events: 
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• Commuter Student Newsletter published on a regular basis; 



• Handbook for Commuter and Nontraditional Students; 

• coordination of orientation programs and events for commuter and 
nontraditional students; and 

• coordination of ULTRA programming series designed for commuter and 
nontraditional students. 



Students in the Education Opportunity 
Fund (EOF) Program 



The Educational Opportunity Fund Program is designed to meet the edu- 
cational and financial needs of students whose potential for college may not be 
reflected in their grades and whose economic background makes it extremely dif- 
ficult for them to pursue a college education without substantial financial aid. 

As such, the EOF Program focuses on the academic development (e.g., 
intellectual skills and habits) of disadvantaged students. As part of the retention 
strategy for students in the EOF, the college places a great deal of emphasis on 
processes that increase confidence, develop social skills, and broaden horizons. 

Two examples illustrate the college’s programs and events for EOF students: 



Summer Program Requirement (Academic Boot Camp) 

Freshmen slated to attend the college term beginning in September are 
required to attend an Academic Boot Camp. This rigorous seven-week program is 
designed to strengthen students’ adjustment to and preparation for college. 

The summer program of courses, workshops, symposia, and cultural activi- 
ties is intended to help students develop the self-discipline and social skills re- 
quired to succeed not only in college, but after college as well. 

A gala social ball is held in the fall to welcome EOF students to Stockton. 
The gala is cosponsored by the student senate and the president’s office and is 
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open to all students at the college for a nominal fee. Each EOF student and guest 
is invited as an honoree and is presented in a receiving line; each EOF student also 
is given a certificate to mark the occasion. 

The gala social ball is a very well attended function and gets EOF students 
off to a good social start. 

Policies Which Enhance Student Retention 

Often, parents, other family members, and friends are very important in 
urging a student to graduate, particularly as they emphasize their desire to see the 
student graduate. 

Students may march for spring or winter graduation if they are within one 
course of degree completion and provide evidence that they have registered for 
the required course. 

Financial Aid and Class Attendance Policy 

The college notifies all students receiving financial aid, including loans, 
that in order for them to remain eligible for all forms of aid, the college must be 
able to report to the U.S. Department of Education that the student is attending 
classes. Although instructors determine their own attendance policies for their 
courses, to meet federal requirements all instructors report to Student Records 
three times per term whether any student in their class did not attend at all during 
the previous four-week reporting period. 

The college also has instituted an Emergency Loan Fund from which stu- 
dents may borrow up to $100 for emergencies. 

Safety and Security Policy 

Policies to ensure a safe and secure community environment result in stu- 
dent involvement and subsequent student retention. 

The Stockton educational philosophy requires that individual members learn 
how to interact with one another and respect the rights of others. To this end, 
specific policies and guidelines have been established for providing a safe and se- 
cure community environment. 
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• Confidentiality. Policies regarding the handling of student information in a 
strictly confidential manner are enforced in accordance with federal, state, and 
college procedures and requirements. 

• Use of Substances (e.g., alcohol , smoking). Students were actively involved in 
the development and implementation of policies dealing with substances. They 
helped write strict policies and stated the following: 

As an institution of higher education whose primary purpose is the 
pursuit of academic excellence, Stockton emphasizes development of 
the whole student, personally, socially, and educationally. It follows 
that with the academic mission at the forefront, cocurricular activities 
must enhance and not detract from academic pursuits of the community. 

This policy is based on the philosophy that community life at Stock- 
ton must demonstrate a respect for others as well as uphold the laws of 
the State of New Jersey. 



Campus Grievance Procedure — Campus Hearing Board 

It may seem odd to include a campus grievance procedure and safety and 
security measures under retention strategies. Yet a hostile and constantly chang- 
ing environment with an unpredictable judicial system is very damaging to good 
retention. In fact, crime and violence on the campus increases attrition because 
the college often loses both the victims and the perpetrators. 

Stockton takes seriously having a clearly defined Code of Conduct and an 
efficient and effective Hearing Board, which oversees reported infractions of the 
Code of Conduct. 

• Campus Hearing Board. The regular membership of the Campus Hearing Board 
consists of students, faculty, and staff members. 



107 



C 



6 \ A Comprehensive Approach to Enhancing Student Retention and Graduation 



• Campus Hearing Board Panels. There are four possible avenues which a hearing 
might take, depending on the factual circumstances involved: the Administrative 
Hearing, the Campus Hearing Board Panel Hearing, the Executive Committee 
Hearing, or a Special Administrative Hearing. 

• Campus Hearing Board Panel. Regular panels generally hear cases when 
constituency-based representation on the hearing panel is available and 
particularly desirable. Examples include general violations of the college policy, 
such as disorderly conduct, theft, unauthorized entry, etc. 

• Composition. When a student is accused of misconduct and appears before a 
hearing panel, the panel shall consist of three students, one faculty member, 
and one staff member; when a faculty member is accused of misconduct and 
appears before a hearing panel, the panel shall consist of three faculty members, 
one student, and one staff member; when a staff member is accused of misconduct 
and appears before a hearing panel, the panel shall consist of three staff members, 
one student, and one faculty member. 

• Sanctions. Warning, reprimand, community service, probation, restitution, fine, 
suspension, dismissal, expulsion, and other sanctions may be imposed by the 
panel. 

Misconduct that is motivated by intentional discrimination may result in 

the imposition of a more serious sanction. 



Conclusion 

Stockton’s approach to student retention is comprehensive in scope rather 
than piecemeal. The relatively equal stature of academic affairs and student ser- 
vices provides the foundation from which jointly developed goals, objectives, pro- 
grams, and services are formulated and implemented. 

’ . ( . 
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By using the special and unique skills and talents of faculty members and 
professional staff in a shared and cooperative effort, Stockton has been able to 
provide students with comprehensive, high-quality academic and educational sup- 
port services, programs, and opportunities that lead to well-rounded personal 
growth, leadership, and development. 

This sharing of institutional responsibility for the growth and development 
of the student both within and outside the classroom is a primary reason that 
Stockton has been successful in improving its student retention and graduation 
rates. 
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Student Retention and Graduation 



Academic Advising — 
Key to Student Retention 



Robert E. Glennen 

President Emeritus 
Emporia State University 



The nation’s public colleges and universities face challenges as never before. There 
is competition among prisons, health care, and education for state dollars. The 
public and policymakers are asking that higher education be more accountable. 
Students and their parents are asking for more services from colleges and univer- 
sities yet are concerned that the costs are increasing. The critics of higher educa- 
tion — the taxpayers, legislators, administrative officials, higher education officers, 
staffs of charitable organizations, federal officials, and trustees and regents with 
direct judiciary responsibilities — believe that today’s colleges and universities have 
become too set in their ways to change — that they resist the re-engineering and 
restructuring now going on in the corporate world. Public colleges and universi- 
ties are competing with others who are “selling” education and credentials. Ex- 
tension programs, corporate training programs, corporate colleges and universities, 
community learning centers, proprietary schools, and unaccredited institutions 
are all offering college courses, in many cases at times and locations that are more 
convenient to students. This is happening at the same time that campuses in 
some states are continuing to face decreasing state appropriations or are trying to 
make up for cuts in the early years of this decade. The amount of state funding per 
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student is lower than at any time since the Great Depression. Because of fixed 
overhead costs which have to be spread over fewer students in case of declining or 
managed enrollments, presidents are forced to make difficult budgetary decisions. 
It is within this environment that presidents and chancellors must ensure the best 
campus climate possible, a climate where students are nurtured and encouraged to 
complete their education. 

Although presidents and chancellors, some of whom have the authority to 
set tuition at their institutions, would rather not, it is often necessary to make up 
for declining state support by increasing tuition. The appropriations losses of the 
early 1990s, which continue in many states and which drove tuition up, had a 
negative effect on enrollment and limited access for many Americans. Promoting 
student persistence and academic success effectively enhances the retention of 
students and not only encourages them to continue with their education but also 
offsets the loss of tuition and funding revenue generated by fewer new students. 
Even with projected enrollment increases in the near future, as children of the 
baby boomers and new immigrants reach college age, retention remains integral 
to ensure that all students are given the benefit of postsecondary education. 

Student retention is especially significant now that many institutions must 
retain students to help stabilize enrollments. One of the most effective retention 
tools is student advising. Studies have shown that students who receive effective 
academic advising tend to feel positive about the institution. Administrative sup- 
port for advising has been found to positively affect student satisfaction, espe- 
cially when CEOs communicate to the campus that advising is a high priority and 
that time spent advising students is an investment in the future of the student and 
the institution. 

This is what makes the job of a college or university president so difficult. 
When tough decisions have to be made, it is often student counseling and advising 
services that have to be cut to save class offerings. One survey reviewing budget- 
cutting priorities discovered that 59 percent of all college presidents indicated 
that their first cuts would come from such support areas as student personnel, 
student affairs, counseling, and advising. 1 Cutting programs that promote retention 
is counterproductive in that it should be seen as a cost-saving activity. 

Finances aside, Noel indicates that retention should not be the goal but is 
the result or byproduct of improved programs and services on our campuses. 2 Noel 
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also points out a number of myths about retention: that retention means lowering 
standards; that dropouts are flunkouts; that students drop out primarily because of 
financial problems; and that retention is the responsibility primarily of student 
services, i.e., student success is someone else’s concern . 3 

In reality, some of the major reasons for attrition are academic boredom; 
uncertainty about which major to pursue; transition/adjustment problems; lack of 
academic preparedness; and compatibility, i.e., lack of a good match between what 
the institution provides and what the student needs. Retention is highest at those 
institutions which create an atmosphere devoted to helping students achieve aca- 
demic success and which provide a high-quality education. A review of retention 
literature contains many references to the importance of academic advising in 
increasing student retention. Habley states that the advisor is key in helping stu- 
dents make wise decisions relative to their educational goals . 4 

One successful model is a centralized advising system staffed by faculty us- 
ing an intrusive approach. To be intrusive means to be concerned about the aca- 
demic affairs of students . 5 In a faculty-based advising system, faculty assist students 
in course selection and scheduling, provide information about academic support 
services, monitor academic progress, check graduation requirements, and make 
referrals to other campus resources when appropriate. 

In intrusive advising, the institution takes the initiative and is aggressive 
in calling students in for advising appointments. Intrusive advising is faculty based 
and is provided in a centralized location. Advisors use handbooks, catalogs, and 
campus referral resources. 

The intrusive process is initiated each year with a full day of activity, as one 
of the programs for new students. It has the dual objectives of familiarizing stu- 
dents with the campus and advance-registering them for their fall schedule of 
classes. The program also includes a concurrent session for parents. Attendees are 
provided with an orientation to the residence halls, dining facilities, the Greek 
system, and recreational activities, and they meet with faculty advisors to work 
out the student’s class schedule. 

At the beginning of the academic year, students are asked to make an ap- 
pointment at the advising center with an advisor from the student’s intended 
major. This initial interview focuses on the student’s past academic performance 
and the possible selection of a major and a degree program. Those whose previous 
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academic performance was marginal are the first to be advised. Those who have 
received two or more mid-term deficiencies (D or F) after mid-term examinations 
are next in the sequence. They receive additional advising, referrals to academic 
support services, tutoring, or other assistance to help them improve their aca- 
demic performance during the remainder of the semester. The end of the first 
semester is devoted to advance enrollment for the second semester. 

The second semester begins with the Pre-enrollment Advising Day for stu- 
dents enrolling for the first time and focuses on high-risk matriculants as well as 
continuing students on academic probation. The next group to be seen by advi- 
sors are those individuals who have made the deans list during the first semester. 
The students are told about the Honors Program and the various opportunities for 
honor students and are extended personal congratulations by the advisors for their 
fine academic performance. Spring semester closes with preregistration for sum- 
mer school and advance registration for the next fall semester. 

Additional components of the intrusive system include: at least two inter- 
views with each student each semester; a readmission interview with students 
previously dismissed from the university; withdrawal interviews for students who 
plan to leave the university (to determine the reasons and to see if the university 
can provide any additional assistance to convince the individual to remain in 
school); and an early alert procedure in which professors, administrators, or resi- 
dence hall staff who notice students having academic problems, personal prob- 
lems, or excessive absences contact the advising center to address the problem 
before it becomes insurmountable. 

Advisors quickly come to see themselves as student advocates whose pri- 
mary goal is to serve students and to provide them with the best advice possible. 
Advisors rarely see themselves as protecting department enrollments. 

Many faculty-based systems fail because faculty do not see academic advising 
as part of their contractual obligation; many feel uncomfortable in any setting 
except a classroom; many do not understand percentile ranks, test scores, or 
assessment data; and many are just not interested. Many faculty feel they receive 
no special recognition for advising. Crockett and Levitz, in a study of 754 
institutions, found that ( 1 ) the majority of institutions have no formal recognition/ 
reward system for faculty who serve as advisors; (2) 75 percent do not consider 
advising effectiveness in promotion or tenure decisions; (3 ) few institutions provide 
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in-service training for advisors; and (4) most institutions do not have an assessment 
system in place to evaluate the program or the individual advisors. 6 Unfortunately, 
this is still the scenario at many institutions today. 

Faculty interact more frequently with students than any other group on the 
college campus. Faculty members reinforce the quality of the institution through 
the caliber of their instruction and the academic standards they impose. Many 
times, faculty members are the first to observe problems that students are having 
and to help them resolve those problems. They may also refer them to the Aca- 
demic Advising Center, where someone more skilled in advising techniques can 
further assist them. 

Even though retention is a campus-wide responsibility, faculty members 
often believe that retention is someone else’s responsibility. A CEO has to ensure 
that everyone on the campus is committed to making students feel wanted and 
that they are willing to assist them in making a good adjustment and achieving 
academic success. Greenwood stated that nothing does more damage to the image 
of an institution than disgruntled, frustrated, or unhappy students who view the 
institution as a cold, uncaring, or unconcerned place. 7 When academic advising is 
perceived as effective, personal, and accurate, the image of the institution is al- 
ways enhanced. 

Faculty members establish credibility with students because of their con- 
tact with them in and out of the classroom. High-quality academic advising is 
based on the theory that faculty members can never know too much about their 
advisees. A high-quality advising program will collect data and share it with the 
faculty who do the advising so they may be appropriately informed about their 
advisees. Faculty must be convinced of the importance of student retention. One 
effective approach is to indicate to faculty that if enough students leave the insti- 
tution through attrition, budget decreases will follow and faculty positions will 
have to be eliminated. 

The problems resulting in attrition on a college campus do not emerge 
overnight and likewise will not be eliminated rapidly. It is essential that campuses 
develop a plan to address student retention; provide an administrative structure, 
budget, personnel, equipment, and facilities; and implement a strategic plan to 
bring about change. Academic advising can supply information about the 
institution which can facilitate good decision making and long-range strategic 
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planning . 8 An advising program must demonstrate cost effectiveness or evidence 
that it is meeting the university mission, or it could be subject to downsizing or 
elimination. 

Academic advising needs to be evaluated annually. Among the criteria 
assessed must be: the percentage of students persisting through graduation; fresh- 
man attrition; increases in enrollment, the number of credit hours, and grade 
point averages; an increase in the number of advising interviews; an increase in 
the number of counseling contacts; an increase in tutoring contacts; a decrease in 
the number of students on academic probation; a decrease in the number of with- 
drawals; and a decrease in the number of academic suspensions. 

Computer-assisted advising is the best solution to one of the most common 
advising problems: the distribution of accurate academic information to advisors 
and students. Increased computer use and reduction in the size, cost, and opera- 
tional complexity of computers have dramatically increased their use in higher 
education, particularly in providing advisors with up-to-date requirements for 
majors and graduation requirements . 9 Computers will never replace people as ad- 
visors, but they can assist advisors in monitoring academic requirements and the 
academic progress of their advisees. For example, advisors can use electronic mail 
to contact students and to share changes in policies or requirements. Degree au- 
dits can help students keep track of their academic progress. 

One of the major resources used for referrals by academic advisors is the 
learning resource or learning assistance center. By referring students to a place 
where they can receive additional assistance in reading, writing, or mathematics, 
advisors can help them get over academic hurdles and progress more smoothly 
toward graduation. Learning programs facilitate academic development for stu- 
dents from the time of their orientation to the university until they graduate. 
Students profit from such resources and gain new knowledge, skills, and confi- 
dence. Formal interaction between academic advising programs and academic 
support personnel has proven important in maintaining and improving coopera- 
tion. When academic support personnel interact freely with academic advisors 
and participate in their staff meetings, they cultivate an environment of positive 
expectations for students. Academic support services become an effective bridge 
between academics and academic advising and enable students to achieve maxi- 
mum performance . 10 , 
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Another ingredient of a retention plan is the freshman seminar course. In 
this course, faculty members help students make a positive transition to the cob 
lege setting, develop a sound academic program, and select career goals that are 
compatible with their aptitudes and interests. The teacher becomes the individual 
to whom students can go with their problems or questions; many times, this rela- 
tionship lasts throughout the course of the student’s undergraduate career. The 
goal of academic advising is to help students identify the goals they wish to attain 
and the courses they need to do so. Academic progress toward those goals is mea- 
sured by credits earned and grades received. Forrest found that a comprehensive 
program of orientation and advising produced greater intellectual growth, persis- 
tence, and satisfaction among students . 11 Freshman orientation courses improve 
students’ learning, general education, and satisfaction. 

Students who attend college today — regardless of their ethnic background, 
age, or purposes for seeking education — face unprecedented personal, social, eco- 
nomic and educational challenges. Advising provides services which will help 
students persist to graduation. The effort to have an impact on retention on a 
college campus is never finished. It is an ongoing process — a goal that institutions 
must forever pursue! 



Quetions from the Front . . . 

Q. What suggestions would you have for faculty on commuter campuses, es- 
pecially those conducting classes using distance education techniques? How 
can they make vital student contacts and engage students in their educa- 
tional experience? 

A, One way of looking at this question is to conceptually separate the data gath- 
ering and data integration segments of learning. The data gathering can be 
done by students over videotape, Internet listservs, the World Wide Web, or 
even at a traditional library or lecture. To enhance the data integration part 
of the educational experience, distance education courses should involve as 
much contact with faculty as possible. The greatest success and student satis- 
faction come when students are communicating with faculty and other stu- 
dents using listservs or e-mail over the Internet. It appears that the amount of 
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interaction using this format is somewhat greater than that between faculty 
and students on campus. 

Emporia State University has been very successful at rearranging our cur- 
riculum into the weekend-intensive class format. Students off campus find 
this more convenient and are able to build a sense of community. The faculty 
have found this a more effective delivery structure and have moved many of 
their on -campus courses to the same intensive format for pedagogical rea- 
sons. This, in turn, has been more convenient for our commuting students. 

Some faculty report that the use of logs/joumals which are interactive 
(these are turned in periodically and the faculty members provide comments/ 
dialogue) have been helpful in personalizing instruction. 

When using case study or problem approaches, we have found that mak- 
ing working groups of students from several instructional sites and having 
those problem or case groups work together over the Internet help the off- 
campus students feel that they are a part of the campus and bring a broader 
perspective to students on campus. 

Q. How can an institution break free of the common dilemma in which a 
handful of motivated and committed faculty and staff consistently bear the 
burden of multicultural education both inside and outside of the class- 
room? What are some proven approaches to this issue? 

A. Emporia State University has employed faculty development monies allo- 
cated for the purpose of bringing diversity into classroom instruction. These 
monies have been given to faculty who are starting to be interested in the 
area rather than to those who already have a reputation for their work in the 
area. We have also used the Regents Diversity Conference in the same way 
with some success. Analysis of this years conference determined that next 
years efforts should be to give strong preference to faculty who have not pre- 
viously attended or shown an interest in the topic. 

We have included an emphasis on diversity for new faculty by having 
this as the topic of discussion at one of our breakfasts. At this meeting, the 
expectation for all faculty members to be involved is shared with all new 
faculty. 
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The Teachers’ College has had some success by focusing discussion and 
planning at the division level. Some divisions have focused on every faculty 
member targeting the same strategy (having conversations with students about 
diversity and its influence/impact on campus). Others have allowed/ 
encouraged faculty to design and implement personal goals related to 
multicultural education. Having the focus at the division level enables faculty 
to get away from arguments like, “Well, that might work in the social sciences, 
but clearly there is no application that we can make in a statistics class.” 

In some divisions, faculty who care about this topic are identified as men- 
tors and are assigned to assist and remind less-prepared faculty and also to 
mentor minority students. We have also created culturally diverse courses 
across the university. 

Q. With regard to language minority students, what have been the most suc- 
cessful strategies/programs to enhance education and retention? 

A. We have had more success with international students than with local stu- 
dents whose first language is Cambodian, Vietnamese, or Spanish. We do not 
encourage language minority students to room with people who speak their 
first language. We also have an international choir, and all students master 
the language better through singing. 



Q. The curriculum is the strongest statement an institution can make as its 
reason for being. What strategies or recommendations can you make for 
the academic leadership of the institution to provide a curriculum that is 
reflective of the population it serves? 

A. The university has convened advisory panels, committees, or groups of 
professionals in the appropriate fields in the Teachers’ College, the School of 
Business, the School of Library and Information Management, and some 
divisions of the College of Liberal Arts and Sciences. These groups ensure 
that the education we provide meets the needs of those we serve. 

We conduct regular surveys of employers and of graduates to assess the 
degree to which the curriculum is seen as useful and appropriate. 

We have used accreditation groups as well as consultants to provide feed- 
back. 
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To varying degrees, the divisions have met and discussed the feedback 
from the consultants and advisory groups. The process has resulted in many 
curriculum changes. 

Q. How does a faculty member address the needs of individual students when 
he has hundreds of students in a single class? 

A. There are very few classes on this campus that are that large. Even with our 
small class size, faculty use communications tools such as e-mail, which could 
be used at institutions with larger classes. In the few large classes, faculty 
members break them into smaller discussion groups so they can better ac- 
quaint themselves with the students. 

Some faculty members assign “one-minute papers.” Students are asked 
to spend one minute at the end of class writing whatever they have learned 
that day, or a position on an issue, or what questions they have. The faculty 
member reads these and comments on them the next day. Students report on 
course evaluations that this activity gives them a sense of personal attention 
even in a large class. 

Q. How can members of institutions be challenged to engage in the personal, 
professional, and institutional change needed to construct effective learn- 
ing environments? 

A. The institution has to first provide the facilities or equipment for develop- 
ment. For example, the development of computer use was very slow until the 
university placed computers on all faculty members’ desks and connected all 
to the token ring. Use also increased when the e-mail package (GroupWise™) 
was installed. 

Providing physical facilities without training for faculty and staff is not 
sufficient. ESU implemented credit classes this year for faculty, and almost a 
third signed up for courses. 

Relative to constructing effective learning environments, the School of 
Library and Information Management offered Internet and satellite courses. 
The university also sent a group of faculty to the SPRINT training center for 
a workshop. 
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The creation of a Teaching Enhancement Center for the university as- 
sisted faculty members in improving their teaching and technology skills. We 
have given released time and special stipends to faculty members who have 
worked on mediated courses. We are providing sabbaticals which are focused 
totally on addressing future instructional strategies. 

Q. How do we include disabled and learning disabled students as we strengthen, 
create, and recognize the importance of diversity on campus? 

A. Supporting a campus that celebrates its diversity requires that all qualified 
students feel welcome. To ensure this environment for disabled students, it 
must be agreed that everyone will work together proactively in order to pro- 
vide equal educational opportunities. The major partners in this effort are 
the disabled student, teaching faculty and administration, and the Office of 
Disabled Student Services. Because disability-related information is consid- 
ered by law to be private and protected, and because the disabled student is 
an adult, the student has the initial responsibility to identify himself/herself 
as having a disability, to document the disability, and to communicate to the 
other partners what accommodations are necessary. The Office of Disabled 
Student Services educates, facilitates, monitors, and advocates throughout 
this cooperative effort. 




Emporia State University uses admissions personnel and relevant publications 
to recruit and initially welcome disabled students and to tell them how to 
access individualized services. The Office of Disabled Student Services then 
assumes an active role in helping the disabled student make the transition 
from applicant to successful student. A “can do” attitude relative to disabled 
students is also characteristic of the university. For example, students with 
learning disabilities may receive additional time to take exams, a quiet exam 
site, and readers or writers for exams. For disabled students whose preferred 
learning style is writing, a second set of notes is available. For those who learn 
best auditorially, a tape recorder can be used to record, play, and replay 
classroom discussions. Teaching styles may also vary; faculty may wear FM 
transmitters for hard-of-hearing students (the student wears the receiver and 
headphones); verbalize precisely what is written on the chalkboard or the 
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computer screen for visually impaired students; or wait patiently for a speech- 
impaired student to complete a verbal response. 

The services provided to disabled students are determined largely by in- 
dividualized needs and personal choice. Disabled students have available to 
them all of the services that are available to non-disabled students. In addi- 
tion, certain services are designed to meet specific disability-related needs. 
For example, students with physical disabilities have a lift device to help them 
in and out of the swimming pool. There is an adaptive physical education lab 
with individualized exercise, and electronic door openers are on all buildings. 
Students with learning disabilities can receive tutoring from Project Chal- 
lenge. Students who are hard-of-hearing can use the sound amplification sys- 
tems in the auditoriums. Students with visual impairments can use the 
closed-circuit magnification system located in the library to enlarge printed 
materials. There are other services that students can use regardless of disabil- 
ity. Examples include liaison with their rehabilitation services counselor, dis- 
ability-related scholarships, specially designed and assigned computers, and 
letters written to professors requesting accommodations. 

Q. How do we survey students* opinions about the university, including what 
they like or do not like? 

A. The Office of Institutional Studies at ESU administers a series of written 
surveys to assess students’ opinions on the university. These surveys include, 
but are not limited to, the following: 

• New Freshman Student Survey 

• New Transfer Student Survey 

• End of Freshman Year Survey 

• Graduating Senior Survey 

• Non-Returning Student Survey 

• Alumni Survey 

• Campus Climate Survey 
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Efforts of other offices and organizations to assess students’ opinions on the 
university include: 

• The ACT Student Opinion Survey 

• Associated Student Government Suggestion Box 

• Exit Interview and Exit Interview Questionnaire 

• Student Advising Center interviews and questionnaires that evaluate 
advising-related activities. 

Q* Are students who are more goal oriented less likely to drop out? Do stu^ 
dents simply drop out because they do not know what they want to major 
in? 

A* Students with low pre-admission college test scores and those who have not 
chosen a major are more prone to drop out of college. Both of these factors 
reflect underlying reasons that a student may not be goal oriented or committed 
to making the effort required to be successful in college. Also, students who 
enroll late for college seem to lack persistence and commitment to college. 

In general, students who are not goal oriented also require longer to gradu- 
ate and may still be uncertain about their major after they have accumulated 
enough hours to achieve junior/senior standing. Students who are not goal 
oriented are less likely to be motivated to use the resources available to help 
them maximize their chances of being successful, e.g., academic support ser- 
vices, career counseling, etc. Having a goal to which one is committed is 
basic to a student’s motivation to be successful in college. 



Q. Discuss the use of mentoring programs and internships* Are they good 
strategies for retention? How are they set up? 

A. There is a considerable body of knowledge which speaks to the relationship 
between positive role models and student behavior, including success in col- 
lege. Federal student support service programs (Project Challenge on the ESU 
campus) provide peer mentors for project participants. Students who are em- 
ployed to work in the program, as well as the director, serve as counselor and 
mentors for project participants. E>ata show that students who participate in 
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such programs have higher retention rates than students who are not in the 
program. 

ESU has a formal program for mentoring minority students. All faculty, 
staff, and administrators are invited to serve as mentors. Students are asked to 
participate, but they are not required to do so. 

Graduate student interns work with students who are still undeclared 
after 30 hours and with those who are not doing well after mid'term grades. 
This is a good strategy for retention because it provides another opportunity 
for student volunteers to be involved. 

The ESU counselor education program places interns in a number of 
student services offices. Other mentoring strategies include, but are not limited 
to, the following: 

• Academic Support Services 

• Nontraditional Student Program 

• Single Parent Program 

• Community Service Council 

• International Student Program 

Q. Does mandatory orientation enhance student retention? If so, how do you 
convince campus constituents that they should participate in this program? 
A* Yes, orientation programs, both voluntary and mandatory, provide students 
with attitudes and information which will help them succeed. At ESU, new 
undergraduate students are required to participate in a New Student Program 
session. Students are informed about campus activities and services. Assuim 
ing that students retain some information and that being informed will help 
students adjust to campus, orientation programs should increase retention. 

Communication is the most important factor in convincing campus con- 
stituencies that they should participate in such programs. Participation should 
be encouraged as an opportunity for campus constituents to make students 
aware of the services they offer and to encourage them to use such services. 
One way to demonstrate to faculty that orientation is important is to pay 
them for the time they devote to new student orientation programs. 
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Q. How do we achieve high academic expectations while at the same time 
integrating developmental courses and students into our credit classes? 

A. Achieving high academic expectations would be enhanced if the faculty 
member teaching the developmental course were to coordinate or teach the 
credit course. This would ensure the best possible chance of student success 
without reducing the academic standards of credit courses. Providing sup- 
portive resources, e.g., math lab, reading lab, writing lab, etc., to help stu- 
dents develop the skills required to achieve in credit courses without lowering 
the level of credit courses is essential. 

The rigors of an academic course should reflect the learning objectives 
and measurable goals of the course, not the caliber of the student taking the 
course. When students are challenged by the college curriculum, they invest 
more time and effort in learning activities. 

Initial assessment of students’ requisite knowledge will help ensure that 
they are prepared to perform in rigorous academic courses and that the quality 
of such courses will not be compromised. Some schools have initiated plus/ 
minus grading programs to address the need for academic rigor and increased 
standards for academic performance. 



Q. What is the correlation between faculty and staff morale and student 
retention? 

A. The correlation between faculty and staff morale and student retention can 
be either positive or negative. For years, studies have reported that students 
who perceive that they “fit” the institution are more likely to persist than 
those who do not. One aspect of students feeling that they “fit” the institution 
is the quality of the interactions between students and faculty. Faculty and 
staff with nonchalant attitudes and who are disgruntled with the university 
are less likely to be motivated to engage in high-quality interactions with 
students, both within and outside the classroom. On the other hand, faculty 
and staff with high morale are more likely to engage in high-quality interactions 
with students. The CEO of the campus plays a significant role in establishing 
an atmosphere on campus that encourages student success and persistence 
toward academic goals. 
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The following questions were asked during a live AASCU/PBS videoconference, 
“Retention Strategies for Campus Success.” There wasn’t time to answer them as 
part of the live event, but AASCU asked Dr. Martinez, an expert currently work- 
ing on retention efforts, to provide answers for this publication. 

Q. In terms of language, what are some successful strategies/programs that 
have enhanced education and retention? 

A. It is important to understand that each individual brings something different 
when they come to college, and that “something” must not be lost. Do not 
label students. Let them express their humanity. We live in a global village; 
therefore, we must use global education. Remember that if a student has an 
accent, we do not want to contribute to the student’s belief that “something 
is wrong with me.” Faculty must be creative, tolerant, accommodating, and 
flexible. We have to use adaptive teaching methods and understandable in- 
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struction with language-minority students. Collaborative learning and teach- 
ing have been successful. 



Q. What models exist for community colleges to improve retention rates in 
urban, metropolitan areas? 

A. Models must create an environment that encourages and nurtures student 
success. It is critical that the model promote understanding and acceptance 
of diversity. Models that include strategies that translate retention into 
academic excellence are good. As the late former Congresswoman Barbara 
Jordan (featured in the videoconference) so eloquently stated, we must enrich 
students’ academic achievement; help them realize their potential, their 
dreams. Having high expectations for student learning is part of academic 
excellence. 

• Several successful retention programs provide students with opportunities 
to receive academic or educational support, e.g., tutoring, learning labs, 
computer-assisted instruction, computer training and access, financial aid. 
One community college even rents laptop computers for students to check 
out from the library so they can complete their assignments. Federal finan- 
cial aid pays the computer rental fee. 

• Models that provide financial assistance have been successful. For the third 
year at North Harris College, Carver Center, the Swalm Foundation has 
provided tuition, books and fees, and child care to qualifying students. Most 
of the students participating in the program are first-generation college 
enrollees, black American women who could not obtain any other form of 
financial assistance to attend college. Many also have small children who 
need care while they attend classes. The program has a 95 percent reten- 
tion rate. 

• There are numerous model programs that include mentoring or that pro- 
vide students with internship experiences. Mentoring programs and intern- 
ships are excellent strategies for retention. Successful programs have clear 
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goals, objectives, expectations, activities, and desired outcomes. These pro- 
grams vary from leadership training for students to structured faculty/stu- 
dent, student/student, business person/student programs. Adopt-a-school 
or -college or -university mentoring programs sometimes involve students 
and members of a church or business. 

• Internships typically involve a structured learning experience for the stu- 
dent. The student pairs with a business mentor or a particular unit of busi- 
ness or industry that matches the student’s interest. Student internships 
with congressmen or the legislature are popular components of govern- 
ment courses. 

• Models that include curricula that reflect the contributions of women and 
ethnic minorities for the purpose of creating a climate of inclusion have 
increased retention. Integrating diversity in a classroom may be 
accomplished by something as simple as involving a visiting professor who 
represents a different group. 

• Programs that require a student to “bond” with the college increase reten- 
tion. Summer bridge programs to help academically disadvantaged high 
school seniors prepare for college often become a strong bonding experi- 
ence for students. 

• Barbara Jordan urged us to commit to educating as well as graduating stu- 
dents. Public community colleges are open door institutions where a 
student’s educational objective may be fine-tuning job skills by taking a 
computer course; graduation may not be the student’s goal. Success is not 
equal to graduation for all community college students; for example, a stu- 
dent who transfers, completes a program of study, or meets her own educa- 
tional objective is successful. Therefore, tracking and longitudinal programs 
that adequately and systematically measure individual student success in 
college by using completion of individual educational objectives increase 
retention if some method of rewarding the student is incorporated. 
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• Programs that eliminate labels are successful. They can include activities 
that encourage students to bring their total self to campus. 

• Seminars, workshops, or lectures that facilitate dialogue on sensitive issues 
and encourage interaction between faculty members and other faculty mem- 
bers, students and faculty members, and students and other students in- 
crease retention. An effective model program explored the questions: what 
does affirmative action REALLY mean, what does it mean to you, and what 
was it designed to mean? These questions were discussed in an open setting 
by ethnic minority and nonminority students, women, faculty members, 
and administrators. 

• The literature shows that bridge programs can increase retention. Many 
different models exist. Some programs are designed for high school stu- 
dents who remediate during the summer in preparation for college. There 
are also early intervention programs. Other bridge programs are essentially 
strategies that weave the seamless web of higher education from commu- 
nity college to university. These programs involve articulation agreements, 
joint admissions agreements, or transfer guarantees. 

• School-to-work programs which include internships, cooperative agree- 
ments between institutions and the business and industry community, com- 
prehensive career counseling, and placement programs help increase 
retention. 

• Transfer centers or programs that improve communication between the 
community college and the university for the purpose of facilitating the 
transfer of students increase retention. 

Q. To follow up on Dr. Vincent Tinto’s recommendations to faculty, what 
suggestions does the panel have for faculty on commuter campuses and 
those conducting classes using distance education techniques to make those 
vital student contacts and engage students in their educational experience? 
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A. It is important to first define distance education. Traditional distance learn- 
ing, where a faculty member meets with students a prescribed number of times 
during the semester, does not encourage contact with students. Even though 
a student may have elected this mode of learning because there is minimal 
contact, it may not be the best situation in which that student can learn. 
Even in the traditional distance education model, faculty members can still 
follow good practices. The videoconference panel suggested, and I agree, that 
instructors should: 



• hold high expectations for learning; 

• use inclusive curricula, i.e., use Chinese, Native American, and European 
perspectives as part of a central or core curricular experience; 

• provide appropriate educational and academic support, i.e., tutoring, learn- 
ing labs; and 

• provide students with frequent and constructive feedback (using the tele- 
phone or other technologies to check student progress can be helpful). 

The concept of outside classroom learning is important in any type of dis- 
tance learning. Faculty can still incorporate some method of individualized, 
personalized communication with students. They can be mentors and advo- 
cates over different types of communication lines (e.g., telephone, fax). Stu- 
dents should be contacted individually outside the learning environment as 
frequently as necessary. Staff, other students, and peer advisors can also pro- 
vide assistance in contacting students. Asking about a student’s progress by 
whatever method a faculty member chooses can contribute to the student’s 
sense of connection to the learning environment. 

Two-way, interactive, real-time distance learning can be similar to a tradi- 
tional learning environment, and the previously mentioned recommenda- 
tions are still applicable. 
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Q. How can an institution break free of the common dilemma in which a 
handful of motivated and committed faculty members and staff consis- 
tently bear the burden of multicultural education, both inside and outside 
the classroom? What are some proven approaches to this issue? 

A. It is first important to examine the institution’s mission. Is faculty involve- 
ment part of the mission statement? Is multicultural education part of the 
mission’s role and scope? Do the goals and outcomes as outlined in the strate- 
gic plan incorporate multicultural education? Do these include faculty in- 
volvement in the process? Do the governing board, trustees, and CEO believe 
that these activities are part of the institution’s culture, part of the infrastruc- 
ture, and central and endemic to the mission? 

In other words, if multicultural education is in an institution’s mission state- 
ment and strategic planning process, faculty and staff will participate because 
they are required to and rewarded for it. They would be evaluated formally on 
behavior and actions that support multicultural education. It would then be 
important to use an adequate faculty reward system, whether individual or 
departmental. Individual rewards could include released time, recognition, 
money, priority in obtaining technology, balancing activities with credit hour 
workload, or other incentives. Departmental rewards can be the acquisition 
of more faculty, staff, equipment or supplies, adjustment of workload for all 
faculty in the department, or rewards that would be beneficial to the entire 
department. 

Q. The curriculum sends a strong message about the institution’s mission. 
What strategies or recommendations can the panel make for the academic 
leadership of the institution to provide a curriculum that is reflective of 
the population it serves? 

A. The institution’s leadership must promote societal realities and goals that 
underscore the fact that we live in a global village. The mission, goals, and 
expectations of the institution need to go beyond the development of the 
individual and support the common good to be an effective learning 
environment. In our global village, the significant educational experience is 
multidimensional and multifaceted, not ethnocentric. 

! / Retention Strategies for Campus Sgc^ess 
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